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6 PREFACE
The project of Development and Facilitation of Innovative Pedagogy in the Nordic–
Russian Context was implemented in 2016. The main objective of the project was 
to develop and facilitate innovative pedagogy in the entrepreneurship and business 
study curriculum in higher education in the Nordic–Russian context by deepening 
the network cooperation of the four partner HEIs. The primary target group of the 
project was teachers of the partner universities. Demand for the proposed project 
activities was identified during the finished project on innovative entrepreneurship 
(NCMRU/10088) with the same composition of partner organisations.
This publication consists of three parts: Part A describes the implementation of the 
project. The first article presents the whole project and the three following articles 
introduce the teaching training seminars conducted during the seminar. Part B in-
troduces the educational systems of the partner countries and the current practices 
of the partners related to the teaching methods and collaboration with enterprises. 
Finally, Part C of the publication includes an introduction to innovation pedagogy 
and presents the innovative teaching methods piloted during the project.
The innovative teaching methods described in the publication are either the current 
state of continuous development by the partner universities or being applied in the 
cross-cultural study environment in Finland, Denmark and Russia. The objective of 
this publication is not only to report the project outcomes, but to disseminate them 
and also to encourage teachers to use them open-mindedly. This publication provides 
a broad outlook on the international cooperation in the field of innovative educa-
tion, contributing thus to the modernisation of the educational practices in Finland, 
Denmark and Russia. In conclusion, the modernisation of the European society in 
the XXI century is connected primarily with the continuous development of the 
European educational system. Concrete suggestions for such improvement with the 
use of innovative teaching methods in the cross-cultural educational environment are 
given in the publication and represent the practical contribution of the project to the 
European education. 
Mikkeli, November 2016
Marja-Liisa Kakkonen   Mikhail Nemilentsev
Project manager   Project participant 
7 AUTHORS 
Bobritzkaya Julia 
Ph.D, Head of the Department, SPbSFTU
***
Burström Gandrup Malin 
M.Sc., Project Manager, Associate Lecturer, EAL
***
Christiansen Pernille Kjærgaard
M.Sc., Assistant Professor, EAL
***
Freidkina Elena 
Ph.D., Associate Professor, SPbSUIID
***
Immonen Anna-Liisa  
M.Sc., Senior Lecturer, Mamk  
***
Järvinen Tuuli 
M.Sc., Senior Lecturer, Mamk  
***
Kakkonen Marja-Liisa
D.Sc., Head of Department, Mamk
***
Kinnunen Kristiina 
M.Sc., Senior Lecturer, Mamk  
***
8Kotova Anastaiya
Senior Teacher, SPbSUIID
***
Lindholm Nana 
BBA, Project Coordinator, EAL
***
Lund Simon 
BBA, Assistant Lecturer, EAL
***
Morozova Natalia 
Ph.D., Associate Professor, SPbSFTU
***
Nemilentsev Mikhail 
Ph.D., Senior Lecturer, Mamk 
***
Tereshchenko Svetlana  
Ph.D., Associate Professor, SPbSFTU
***
Tereshkina Tatiana 
Ph.D., Professor, SPbSUIID
***
Roponen Marjaana 
M.Sc., Senior Lecturer, Mamk  
***
Storm-Henningsen Peter Lütken
M.Sc., Associate Professor, EAL
***
9Tiljander Petteri  
M.Sc., Senior Lecturer, Mamk  
***
Toijonen-Kunnari Sari 
M.Sc., Senior Lecturer, Mamk  
***
Torniainen Anna-Maija
BBA, Project manager, Mamk
***
Zementckii Iurii 
Ph.D., Associate Professor, SPbSFTU
***
10
PART A
A DESCRIPTION AND IMPLEMENTATION
OF THE PROJECT
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 1. A DESCRIPTION OF THE PROJECT
Marja-Liisa Kakkonen and Mikhail Nemilentsev
INTRODUCTION
The present article describes the one-year international project carried out by the 
partnership of the four higher education institutions (HEIs) from Finland (Mikkeli), 
Denmark (Odense) and Russia (Saint Petersburg). The project is the second consecu-
tive project done in the same composition of HEIs in the field of innovative entrepre-
neurship education. The project title is Development and Facilitation of Innovative 
Pedagogy in the Nordic–Russian Context.
FIGURE 1. NORU participants (Photograph by Manu Eloaho)
The primary target group of the project is teachers of the partner universities. The 
demand for the proposed project activities was identified during the project on in-
novative entrepreneurship (NCMRU/10088) that was completed by the same com-
position of partner organisations. During that previous project, cultural differences in 
teaching and learning among the Nordic and Russian partner HEIs were identified, 
and a network for developing innovative pedagogy in the Nordic and Russian partner 
universities was established (Kakkonen 2015b). However, a sustainable framework 
for innovation teaching of entrepreneurship and business courses is to be developed 
for achieving the described long-term results. The teachers of the partner universities 
(i.e. the target group) need to enhance further the use of innovative teaching methods 
and materials by continuing to work closely together with various industries (Kak-
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konen & Nemilentsev 2015a). By arranging teacher training sessions during all the 
project activities, studying innovative teaching methods and approaches during and 
between the activities, and by integrating teaching and company assignments in the 
study curriculum, the partner universities meet the needs addressed by this project 
(Kakkonen & Nemilentsev 2015b).
The main objective of the project is to develop and facilitate innovative pedagogy in 
the entrepreneurship and business study curriculum in higher education in the Nor-
dic–Russian context by deepening the network cooperation of the four partner HEIs. 
The specific objectives of the project are as follows: 
1. to train teachers on topics related to innovation pedagogy utilising the synergy 
of the Finnish, Danish and Russian systems of entrepreneurship education;
2. to enhance the use of innovative teaching methods and materials in the multi-
cultural learning environment;
3. to increase the use of enterprises as learning environments in order to form 
better relationships with the business community.
The achievement of the main and specific objectives is based on the project activities, 
inter-activity work performed by the partner HEIs and their close cooperation with 
enterprises. 
PROJECT ACTIVITIES 
The project duration was one year starting in January 2016 and ending in Decem-
ber 2016. The project consisted of three interconnected teacher training  seminars, 
which were organised over the year. Each project seminar lasted three days, but the 
participants arrived a day in advance and left a day after the activity. In addition, each 
teacher training seminar pursued the specific objectives in the following way:
The first day of each seminar was based on the first specific objective and involved 
teacher training, a workshop for good practices and lectures prepared by an 
external lecturer on the specified theme. In addition, other project matters 
were handled during the first day (i.e. budget control and planning the 
lectures for the following seminars).
The second day of each seminar was based on the second specific objective and 
focused on teaching methodology and documentation and creation of 
learning strategies for a multicultural learning environment.
The third day of each seminar concentrated on sharing good practices, study 
curriculum and work-related student tasks.
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The first teacher training seminar, the kick-off seminar, was arranged in Mikkeli in 
January 2016. The theme of the seminar was productisation of education in a mul-
ticultural learning environment. The second teacher training seminar was held in St 
Petersburg in June 2016, and its theme was cooperation between the university and 
the business world in a curriculum. The third teacher training seminar was conducted 
in Vejle and Odense in October 2016. The theme of the seminar was academic–in-
dustrial cooperation in a curriculum in the Nordic context. Each seminar is described 
in the following three articles respectively.
The last project activity is the final seminar in Mikkeli in December 2016. This pub-
lication will be completed and delivered to the participants during the final seminar. 
All the results of the project will be presented and disseminated in the final seminar.
Supplementary tasks between the seminars
Efficient progress of each seminar was assured by assigning supplementary tasks that 
were planned in advance. The supplementary tasks between the first and second semi-
nar included two parts: working on Part A of the final project publication, involving 
applied research (by all partners) on the topic of the enterprising culture in an edu-
cational process. The partner universities conducted a joint survey about innovative 
teaching methods. The questionnaire used for the survey was created solely by the 
partners. Supplementary tasks between the second and third seminar included work-
ing on Part B of the final project publication. This included applied research (by all 
partners) on the topic of using enterprises as a learning environment in education. 
The partners developed a questionnaire that was used for interviewing the local Finn-
ish, Danish and Russian enterprises about their cooperation with HEIs and develop-
ment needs for such cooperation. In addition, the partners piloted several innovative 
methods of teaching in the autumn 2016 that could be used for developing innova-
tive courses on innovative pedagogy.
Finally, the supplementary tasks between the third and fourth seminar consisted of 
the parts described further: working on the concluding Part C of the final publication 
with the focus on sustainable development of innovative pedagogy in a multicultural 
study context.
Both the organisation of the project seminars and the inter-activity tasks contributed 
to the development of teaching in the partner HEIs. In addition, the conducting of 
joint research on innovative pedagogy and the organising of the joint project activities 
strengthened the network of the four partner universities and created synergy for the 
HEIs. The synergy is expected to continue and to produce multiple positive effects 
even after the project funding period (e.g. teacher and student exchange).
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CONTRIBUTIONS OF THE PROJECT PARTNERS
The cooperation of the four project partners was based on the equal recognition of the 
used methods and approaches of innovative teaching. The partners achieved a high 
degree of successful cooperation during the previous project, identified differences 
and similarities of the entrepreneurship and business education systems in Finland, 
Denmark and Russia, and tested their national models of teaching (Kakkonen 2015 
a; Kakkonen 2015 b). In the current project, the partners developed and facilitated 
approaches to enable innovative methods of teaching entrepreneurship and develop-
ing a sustainable international framework of innovative pedagogy.
Each project partner was responsible for organising and hosting one project seminar 
(teacher training seminar) and attending all other project activities abroad. All four 
partners were responsible for attaining the main and specific objectives of the project. 
Additionally, all four partners took the joint responsibility of conducting applied 
research.
The pilots of the innovative methods of entrepreneurship education are connected 
with the main project result – development of a sustainable innovative pedagogi-
cal framework. The project partners will also develop methods and approaches for 
enhancing connections to enterprises. An applied research on cooperation between 
universities and enterprises was undertaken during the project.
The participants from Mikkeli University of Applied Sciences (Mamk), Finland, 
brought their competences in productisation of education in a multicultural learn-
ing environment (i.e. the theme of the first seminar) to the project. Additionally, the 
Mamk participants contributed to the project by utilising their international project 
experience to coordinate and manage the project during the entire project period 
(January–December 2016). Mamk was also the coordinator of the final seminar.
In turn, the participants from Lillebaelt Academy (EAL), Denmark, contributed 
their wide experience and competences in entrepreneurship and business education. 
In particular, the university–industry–community cooperation strategies and work-
related study projects utilised by EAL in the bachelor courses were brought to the 
project and shared with all the project partners.
The participants from the two Russian partner HEIs, Saint Petersburg State Forest 
Technical University (SPSFTU) and Saint Petersburg State Technological University 
of Plant Polymers (SPSTUPP) contributed competences in initiating and develop-
ing academic–industrial cooperation and integrating it into a study curriculum. The 
emergent learning strategies of innovativeness and creativity in the education process 
developed by SPSFTU and SPSTUPP were utilised by all the project partners.
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DISCUSSION AND CONCLUSION
With the project, the four partner higher education institutions (HEIs) from Finland, 
Denmark and Russia aimed at developing and facilitating innovative entrepreneur-
ship pedagogy in the Nordic–Russian context. The project was based on the peda-
gogical results of the previous project run by the same consortium of HEI partners 
(Kakkonen et al. 2015). The main objective of this project was achieved by accom-
plishing three specific objectives. In particular, the project and the partners’ effective 
collaboration, already experienced in the previous project, enabled introducing in-
novative pedagogy to the participants working in teacher training. In addition, the 
partners strived for enhancing the use of innovative teaching methods and materials 
in the multicultural teaching environment. Finally, the project focused on the in-
creased use of enterprises as learning environments with the focus on strengthening 
the connections between the academic and business circles. This was implemented by 
means of the active involvement of the Finnish, Danish and Russian enterprises in 
the programs of the organised seminars. In addition, it was achieved by analysing the 
results of the conducted survey about enterprises’ cooperation with HEIs.
 
In the project application, it was expected that successful achievement of the pro-
ject main and specific objectives would bring forth the following long-term results: 
the methods and approaches for innovative pedagogy would be developed further in 
the sustainable network of the partner HEIs and a free online learning environment 
would be created for dissemination of the project outcomes, in particular the innova-
tive methods and approaches to teaching. All the project work has been documented 
and reported in several articles, which are published in the printed project publica-
tion. It can be concluded that the plan to create an electronic platform during this 
project (besides all other project work) was unrealistic. Finally, it can be concluded 
that the working-life cooperation of the partner HEIs was strengthened further to 
some extent with the focus on local enterprises during the project. Local companies 
were invited to the project seminars.
In addition to the long-term results, the short-term results were achieved. The pro-
ject partners improved the participating teachers’ competences related to innovation 
pedagogy. In order to increase the academic cooperation among the partner HEIs and 
disseminate the results internationally, a joint publication of articles is produced in 
accordance with the project goals and project milestones.
To sum up the results of this project, the teachers of the partner universities received 
both theoretical and practical training in matters related to innovative pedagogy uti-
lising the synergy of the Finnish, Danish and Russian systems of entrepreneurship 
education. The existing differences in the aforementioned systems of entrepreneur-
ship education were identified and utilised in the training programs of the seminars 
throughout the project. In addition, the participants enhanced the use of innovative 
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teaching methods and materials cross-culturally. Finally, the project contributed to 
increasing the use of enterprises by the partners as learning environments with the 
primary focus on improving the connections to working life that are integrated into 
the curricula of the partner HEIs. These results show that the main and specific objec-
tives of the project were met.
This publication describes all the activities and outcomes of the project. Part A of the 
publication presents the teacher training seminars one by one and Part B presents the 
results of the international research on innovation systems, use of innovative methods 
in teaching and collaboration with enterprises in the partner countries. Finally, Part C 
reports all the innovative teaching methods which were piloted during the project. In 
addition to developing the partner network and collaboration between the members 
of the network, the concrete project outcomes include the learning and piloting of 
innovative teaching methods.
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 2. THE KICK-OFF SEMINAR IN
 MIKKELI
Marja-Liisa Kakkonen, Anna-Maija Torniainen and Mikhail Nemilentsev
INTRODUCTION
The kick-off seminar of the Development and Facilitation of Innovative Pedagogy in 
the Nordic–Russian Context (NORU) project was held in Mikkeli on 25–27 January 
2016. The main goal of the project was to develop and facilitate innovative pedagogy 
in the entrepreneurship and business curricula of higher education institutions (HEI) 
in the Nordic Countries and Russia by increasing the network cooperation of the 
four partner universities. The kick-off seminar took place at the campus of Mikkeli 
University of Applied Sciences (Mamk). It was the first of the four seminars to be ar-
ranged over the course of the project:
1. Kick-off seminar in Mikkeli (1/2016). ‘Productisation of education in a mul-
ticultural learning environment’
2. Teacher training workshop in St Petersburg (6/2016). ‘University–industry 
cooperation in a study curriculum’
3. Teacher training workshop in Odense (10/2016). ‘University–industry coop-
eration in a study curriculum in the Nordic context’
4. Final seminar in Mikkeli (12/2016). ‘Facilitation of innovative pedagogy.’
Each day of the seminar focused on one specific objective of the project. The first day 
aimed at increasing the participants’ understanding of innovative pedagogy, while 
the second day focused more on utilising innovative teaching methods and materials 
in the intercultural educational environment. At last, the third day of the seminar 
was orientated towards the academic–industrial interaction and understanding enter-
prises as learning environments. This article describes the first activity of the NORU 
project, the teacher training seminar held in Mikkeli.
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THE SEMINAR IN MIKKELI
Day 1: Innovation Pedagogy
The objective of the first day was to get the training teachers acquainted with each 
other. In the first day of the seminar, the participants from Finland, Denmark and 
Russia took part in the cultural activity prepared by the senior lecturer Tommi Pant-
zar (Mamk Department of Culture, Youth and Social Work) after the official open-
ing ceremony of the seminar. The cultural activity consisted of two team-building 
exercises.
Bunch of nails assignment
In the first exercise, the participants were supposed to distribute a bunch of nails 
over a wooden box without any glue or binding material. The participants were free 
to discuss the challenge and try out different solutions to the problem. The objective 
of the exercise was primarily to encourage active intercultural communication while 
working out an innovative pattern of assembling the nails. After a number of failures, 
several groups came up with the correct solution almost simultaneously. The exercise 
helped to improve intercultural communication between the participants and initi-
ated consideration about innovative pedagogy.
FIGURE 1. Team-building exercise (photograph by Anna-Maija Torniainen)
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Casino exercise
The Intercultural communication between the participants was further facilitated in 
the next task: the participants were required to communicate nonverbally at an im-
aginary casino setting. The rules of the games were quite sophisticated and remember-
ing them required special methods, but the players were not allowed to say a word. 
The exercise was done in groups of four or five people. According to the rules of the 
exercise, only a winner was able to leave his/her original table and move to a new 
group to play another game. The exercise required effective nonverbal communica-
tion from each group in order to teach new incoming members how to play. The 
exercise showed how different the patterns of communication of the participating 
groups were.
Both of the team-building exercises can be described as icebreakers: they created a 
relaxed, comfortable atmosphere to continue with during the following days of the 
seminar. After the team-building exercises, Marja-Liisa Kakkonen, the manager of 
the project, dis-
cussed the pro-
ject execution 
and future events 
with the partners 
in the kick-off 
meeting. Also, 
expectations for 
the project were 
discussed. 
FIGURE 2. 
Expectations of 
the participants 
(photograph 
by Anna-Maija 
Torniainen)
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Workshop
The program of the first day continued with the workshop organised by Michael 
Lundorff-Hansen from Lillebaelt academy (EAL Odense, Denmark), devoted to in-
novation pedagogy, entrepreneurial action in teaching and active collaboration with 
enterprises in the education process. In the workshop, the obstacles, challenges and 
possibilities for applying innovation pedagogy in Russia were presented and discussed 
by the seminar guests. During the first day, the marketing photograph for the project 
was taken at the campus. As an evening activity, the seminar group went bowling 
together.
Day 2: Innovative Teaching Methods
The second day of the seminar concentrated on enhancing the use of innovative 
teaching methods and materials in the multicultural learning environment. The day 
included two interactive parts performed by the Mamk and EAL representatives. 
FIGURE 3. Reijo 
Honkonen in the 
act of storytelling 
(photograph by 
Marja-Liisa Kak-
konen)
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In the first part, Reijo Honkonen, Senior Lecturer of Marketing at Mamk, presented 
a storytelling method used in the pedagogical context followed by a task given to the 
participants. The participants were assigned the task of preparing a story and telling 
it to the rest of the audience. It was a real theatre interaction when the international 
groups of teachers and university staff members collaborated and created their own 
story – a subjective reality of their own – aiming at the listeners’ better perception of 
the information. In particular, the use of the Prezi presentation software was consid-
ered as an effective tool for building stories for use in the education process.
In the second part of the day, the two EAL representatives – Michael Lundorff-Hans-
en and Pernille Christiansen explained their view on teaching and described various 
teaching roles. The participants had multiple opportunities to try out various teach-
ing roles, explain the pros and cons of each role and contribute to the mutual under-
standing of teaching methods applied in the entrepreneurship education.
FIGURE 4. Pernille Kjærgaard Christiansen (EAL) and Petteri Tiljander 
(Mamk) presenting (photograph by Anna-Maija Torniainen)
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Day 3: Enterprises as Learning Environments
The objective for the last day of the seminar was to discuss how the use of enterprises 
as learning environments could be increased and how the connections between in-
stitutions of higher education and businesses could be strengthened. The day was 
devoted to discussing the advanced innovation teaching methods designed in the 
Finnish tertiary (higher) education. The guest lecturer from Turku University of Ap-
plied Sciences (TUAS), Helena Rantanen, explained the INNOPEDA® training in 
theory and in practice with a TUAS student.
INNOPEDA® Training
INNOPEDA® Training refers to innovative professional competences gained through 
cross-disciplinary learning projects. Working life is changing and companies will have 
to find new ways to achieve a competitive edge in the innovation-based environ-
ment of the future. The change must also be reflected in how future professionals are 
educated. It is important that the new operating models are adopted during studies. 
Innovation pedagogy aims to find and define ways that are needed to teach and learn 
about the change (http://www.tuas.fi/en/services/products/innopeda-training/). The 
participants discussed the possibilities of developing similar teaching methods and its 
application in the Nordic–Russian entrepreneurship education context. 
The project participants were required to work on the assignments throughout the 
project and in between the seminars. In the second half of the day, the participants 
discussed the project assignment set prior to the first seminar in groups. Due to the 
semantic and practical differences in the definition of such concepts as innovation, 
innovative teaching and entrepreneurship between the partner countries, it was de-
cided to concentrate on the development of two questionnaires for understanding 
the current situation with teaching, development of teachers’ skills and application 
of innovative teaching methods in the partner higher education institutions (HEIs). 
Teaching during the seminar
During the seminar, two Russian participants – Iurii Zementskii and Elena Freidkina 
– gave lectures (5 academic hours per teacher) in the international Business Man-
agement programme at Mamk in addition to the seminar activities. They conveyed 
the experience of teaching entrepreneurship and business in Russia to the Finnish 
students and, in particular, offered a wider scope on international entrepreneurship 
to the students of Mamk.
24
DISCUSSION AND CONCLUSION
The present article describes the kick-off seminar of the project in Mikkeli. The three 
days of the seminar are analysed separately. The project’s major focus on entrepre-
neurship education and innovative teaching methods made the description more ar-
ticulated and accordant with the specific objectives of the project.
The fact that the participants know each other well brought a great deal of added 
value to the project – it was apparent when working with the project group. As the 
participants had already succeeded in establishing interuniversity cooperation and 
long-term partnership in entrepreneurship education, recognised and learned during 
the previous project, it was possible to reach the continuity and development — the 
results — more effectively. The project objectives were: 
1. Development of a sustainable teaching network for innovation pedagogy in the 
partner universities
2. Creation of a free online learning environment for dissemination of the project 
outcomes (i.e. innovative methods and approaches to teaching)
3. Strengthened working-life cooperation between the partner universities and local 
enterprises.
The project seminars and assignments ensured the meeting of the objectives. The first 
seminar created a good base for the project’s progression.
25
APPENDIX 1. Programme of the Seminar
Mon
25.1. Innovation pedagogy  
Time Programme Place
10:00 Opening of the seminar, Marja-Liisa Kakkonen NC252 / Xinno
 Cultural activity, Tommi Pantzar  
12:00 Lunch restaurant Talli 
13:00 Project Kick Off meeting, Marja-Liisa Kakkonen NC 252 / Xinno
14:00 Coffee break  
14:00–
17:00 Workshop NC252 / Xinno
 
facilitator: Michael Lundorff-Hansen, EAL
Obstacles, challenges and possibilities in applying 
innovation pedagogy in Russia 
Iurii Zementskii & Elena Freidkina  
17:00–
18:00 Warm snacks at the campus D2
18:00–
19:00 Bowling
Campus 
bowling hall
   
Tue
26.1. Innovative teaching methods  
Time Programme Place
10:00 Story telling workshop NC261 / Xinno
  Reijo Honkonen, Mamk
12:00 Lunch restaurant Dexi
13:00 Story telling sum up NC 261 / Xinno
  Reijo Honkonen, Mamk
14:00 Coffee break  
14:30–
17:00
Applying innovation pedagogy in higher education 
in Denmark NC 261 / Xinno
 
 
 Peter Storm-Henningsen, EAL
 Pernille Kjærgaard Christiansen, EAL
19:00 Dinner restaurant Eino
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Wed
27.1. Enterprises as learning environments  
Time Programme Place
10:00 INNOPEDA® training NC261 / Xinno
 
Helena Rantanen, Turku University of Applied 
Sciences  
12:00 Lunch restaurant Talli
13:00–
14:00 INNOPEDA® training NC261 / Xinno
 
Helena Rantanen, Turku University of Applied 
Sciences  
14:30–
16:15
Teaching business students
Elena Freidkina (2h)  
14:00 Coffee break  
14:30–
17:00 Project assignment in groups NC261 / Xinno
 Closing the seminar  
18:00 Dinner 
restaurant 
Fransmanni
REFERENCES
Turku University of Applied Sciences. Innopeda training. [Online], Available: http://
www.tuas.fi/en/services/products/innopeda-training/. Read 20.9.2016. Updated 
20.9.2016. 
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 3. THE TEACHER TRAINING 
 SEMINAR IN ST PETERSBURG
Svetlana Tereshchenko and Tatiana Tereshkina
INTRODUCTION
The second meeting in the frame of the project “Development and Facilitation of 
Innovative Pedagogy in the Nordic–Russian Context” was organised in St Petersburg 
on the premises of two universities: St Petersburg State Forest Technical University 
and St Petersburg State University of Industrial Technologies and Design. The main 
theme of the seminar was “University industry cooperation in a study curriculum”. 
Four representatives from Mikkeli University of Applied Sciences (Finland) and three 
representatives from Lillebaelt Academy University of Applied Sciences (Denmark) 
participated in the meeting (Figure 1). From each Russian university, participated 
four persons.
FIGURE 1. Project team in St Petersburg (photograph by Svetlana Tereshchen-
ko)
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The seminar was held from 31 May to 2 June 2016. The event included programme 
even after working hours. The participants also had the opportunity to get to know 
certain elements of Russian culture during the evenings and even nights. The days of 
the project meeting were very busy and fruitful.
A DESCRIPTION OF THE PROGRAMME
The first day was organised at St Petersburg State Forest Technical University. The aim 
of the day was to train teachers for innovation pedagogy utilising synergy of the Finn-
ish, Danish and Russian system of entrepreneurship education. Due to the fact that 
the project meeting was organised in Russia, the seminar opened with a lecture titled 
“Innovational approach to students’ motivation in Russian HEIs: achievements and 
problems” by Julia Bobritzkaya, the Head of Foreign Languages Department of St 
Petersburg State Forest Technical University. The main question discussed during the 
lecture was why it is so important to motivate learners in any educational process. The 
lector stressed that it is necessary because it helps students to study effectively, gain 
the necessary professional skills and transform their studying into a life-long learning 
process. It also helps to compensate lack of knowledge. Julia Bobritzkaya identified 
three main aspects of the significance of motivation:
1. It helps to improve one’s ability to set goals and find ways to achieve them.
2. It prevents suppressing process-oriented motives – i.e. students get interested in 
the process of studying itself.
3. It stimulates the activation of the achievement motives in the motivation sphere 
of students.
During the lecture, the main components of students’ motivation were identified: 
stimulus, need, analysis of all pros and cons (filter), motive activation and activity. 
The lector briefly described all the components of motivation. The main factors af-
fecting students’ motivation were discussed at the lecture. First of them is the external 
and internal characteristics of the educational process. External characteristics include 
the curriculum, textbooks, different devices, such as computers, VCRs and CD play-
ers, even classrooms and lecture halls. All these components cannot be changed by 
the teaching staff but even if they could, they still would not play the decisive role 
regarding their students’ motivation. The internal characteristics include: students’ 
knowledge; preparedness to study at a higher school; ability to study at a higher 
school. All the three components are also the three main problems which the Russian 
higher educational institutions are facing nowadays. At the end of the lecture, Julia 
Bobritzkaya gave tips on how to increase students’ learning motivation in a positive 
and sustainable manner.
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During the discussion, the teachers from Denmark, Finland and Russia stressed that 
nowadays it is essential to first motivate students and only then to work with them 
using innovational approaches to teaching, especially when teaching topics related 
to entrepreneurship. Moreover, the participants concluded that not only should stu-
dents be motivated but teachers should be also motivated to use innovational teach-
ing methods.
Between the meeting in Mikkeli in January 2016 and in St Petersburg in May–June 
2016, a study was carried out pertaining to the relation to and use of innovative 
teaching methods. The results of research on educational processes in Denmark, Fin-
land and Russia were presented during the second part of the first day of the project 
workshop. Presentations were given by the representatives from each partner universi-
ty: Mikhail Nemelenztev from Mikkeli University of Applied Sciences, Peter Lütken 
Storm-Henningsen and Michael Lundorff-Hansen from Lillebaelt Academy, Natalia 
Morozova from St Petersburg State Forest Technical University and Anastasiia Kotova 
from St Petersburg State University of Industrial Technologies and Design. The opin-
ions of teachers from the three countries on factors that influence the educational 
process the most were presented. The most popular teaching methods in institutions 
of higher education in these countries were presented. The research demonstrated the 
teachers’ willingness to use innovational teaching methods. Interesting results were 
reported in analyses regarding the necessity of involving companies in teaching from 
the point of view of developing of students’ professional competencies. The research 
indicated the changes that occurred in the teaching carried out by the participating 
teachers during the last year. The comparison of the results enabled the participants 
to discover common tendencies and differences in the teachers’ attitude towards using 
innovative teaching methods in educational process and in connection to companies.
The second day of the workshop was organised at St Petersburg State University of 
Industrial Technologies and Design. The main objective was to enhance the use of in-
novative teaching methods and materials in the multicultural learning environment. 
A masterclass was organised by Maria Zagorskaya, Director of a Business consulting 
group. The name of the masterclass was “How to motivate students by using innova-
tive teaching methods in the multicultural environment”. The main objectives of the 
masterclass were:
1. To identify motivating factors of students from different countries,
2. To understand how to motivate students in the multicultural environment by 
using innovational teaching methods, and
3. To organise the exchange of teaching experiences on working in multicultural 
environments.
During the masterclass, Maria Zagorskaya used such teaching methods as mini-lec-
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tures, sharing (exchange of views in the general group), discussion in small groups 
(three or four people) and case studies. At the beginning of the masterclass, Maria 
Zagorskaya described the educating, motivating and mentoring role of the teacher in 
the multicultural environment. The participants shared their views on the character-
istics of modern students in the context of learning motivation in the multicultural 
environment (Figure 2).
FIGURE 2. Discussion on the characteristics of modern students (photograph 
by Svetlana Tereshchenko)
The new generation of students is more free and independent and they lose their 
learning motivation quickly. In this regard, the teacher’s role as a motivator is increas-
ing. Such methods of motivation FROM (negative motivation) as non-admission to 
a session and low marks are used nowadays. Participants of the masterclass concluded 
that the motivation FOR (positive motivation) is more effective for students in the 
multicultural environment. Factors that motivate students in the multicultural envi-
ronment were identified: the prestige of the university, the public life of the univer-
sity, belonging to a certain group, and comfortable learning conditions.
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The participants of the masterclass were asked to analyse students’ learning methods 
in the multicultural environment and to suggest interactive training methods to im-
prove students’ motivation. The participants were asked to develop cases, in which 
they would develop their “students’” learning program, using the maximum number 
of innovative teaching methods to motivate their students in the multicultural envi-
ronment (Figure 3).
FIGURE 3. Group work. Case Red Cup (photograph by Svetlana Tereshchen-
ko)
The trainer used the Matryoshka doll approach in the masterclass. Creating a fabu-
lous case, the teachers themselves showed creativity, innovative approach and a high 
level of motivation for the assignment, which confirms the effectiveness of interactive 
innovational teaching methods in the multicultural environment. During the master-
class, it was noticed that training group dynamics can increase learning motivation.
Innovative teaching methods encourage creativity, allow students to rise above the 
situation, or, conversely, to be “inside” the case. In any case, they differ from the 
formal educational process. At the end of the masterclass, various innovative methods 
for motivating students in the multicultural environment were discussed.
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The third day of the workshop was also organised at St Petersburg State Forest Tech-
nical University. The aim of this day was to discuss how the use of enterprises as 
learning environments could be increased and the connections between the HEIs and 
the business world could be strengthened. On the third day, two presentations were 
given by business representatives. The first presentation was held by Alexander Do-
brovolskii, Director of SME “Geliantus”. The theme of the presentation was “How to 
work effectively with HEI. Experience of commercialisation of intellectual property 
rights via SME.” The company was created at St Petersburg State Forest Technical 
University. The aim of the creation of this enterprise was the implementing of innova-
tional technologies in forestry. Alexander Dobrovolskii stressed that they are actively 
working with students to carry out scientifically and practically oriented projects. The 
students who have worked with the company have really good chances in finding a 
good job in forestry or a related field.
The second presentation on the third day was given by Ivan Petrov, Head of Market-
ing at Ponsse. The title of the presentation was “Experience of cooperation with HEIs 
of Ponsse company”. The company produces and sells forestry machines for logging. 
The company collaborates with several universities in Russia, such as St Petersburg 
State Forest Technical University. The cooperation between the company and the 
university includes practical training especially during summer time and study trips 
to the Ponsse factory in Finland for Bachelor and Master students from the Institute 
of forest machines and transport of forest. The company also provides study materi-
als for the students and offers continuous training for the teachers. According to the 
company representative, the cooperation between the company and institutions of 
higher education is very important for them. During the third day, the following 
steps of the project were discussed. It was decided that the project participants would 
continue to work on the research on cooperation between the HEIs and businesses 
in Denmark, Finland and Russia. A meeting of coordinators was also organised to 
discuss the urgent questions connected with the project realisation.
THE STEPS TAKEN TOWARDS INNOVATIVE PEDAGOGY
One of the questions posed during the project seminar organised in St Petersburg was 
which methods can be used to raise students’ motivation, especially in the multicul-
tural environment. It is necessary to discuss this question, because if students have 
motivation, it will help them to study more effectively and they can easily obtain the 
required professional skills. The theoretical aspects of this problem were discussed and 
the teachers participated in the practical training, devoted to the use of innovational 
methods for raising students’ motivation. Innovative teaching methods give addi-
tional bonuses — students are motivated by group dynamics, necessarily arising in a 
competitive atmosphere, leadership, and at the same time moments of team building, 
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total wins mini-group or their own individual success (the price of which increases in 
the competitive environment). It is very important because the teachers can use these 
methods in their practice at home universities.
The discussion about the research of the usage of teaching methods in the partner 
universities showed which factors mostly influence the learning process and which 
teaching methods are the most common in different countries and universities. The 
Russian teachers said that due to the project they got to know new teaching methods 
and they would like to test them in their classroom. In the discussions, the teachers 
expressed their will to use innovative teaching methods and were already speculating 
which method would be the most interesting for them to pilot.
The analyses of the need for the involvement of companies in educational processes 
indicate that the involvement of companies helps to develop students’ professional 
competencies. The participation of business representatives in the project seminar 
helped to understand the business perspective to the topics and the opportunities 
that lie in businesses’ cooperation with HEIs. They also described the conditions of 
cooperation with HEIs. Such cooperation is interesting not only for universities, but 
also for businesses. The real-life examples of the companies working with universities 
and the description of how the cooperation is included in the curriculum may help 
other universities participating in the project to implement similar collaboration. The 
use of innovational teaching methods for business needs and in cooperation with 
businesses may be especially interesting.
SUMMARY
The project seminar in Saint Petersburg helped to understand how and to what ex-
tent innovative teaching methods are used in the partner universities and the role of 
the business world in the activation of this process. The seminar was effective. The 
participants received theoretical information and practical skills in using innovative 
teaching methods for raising the level of students’ motivation. If the students are 
motivated, the teacher may use any innovative teaching method more effectively. The 
project seminar showed that all the teachers who participated in it are motivated to 
use innovative teaching methods. Only cooperation with businesses will enable cre-
ating the professional competencies that students need. Including cooperation with 
businesses in the curriculum will improve the quality of the educational process.
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 4. THE TEACHER TRAINING
 SEMINAR IN DENMARK
Malin Burström Gandrup
INTRODUCTION
The third seminar in the Development and Facilitation of Innovative Pedagogy in the 
Nordic–Russian Context project was organised at Lillebaelt Academy University of 
Applied Sciences (EAL), Denmark in October 2016. EAL is located in Southern 
Denmark and has campuses in Vejle and Odense. The three-day seminar was there-
fore divided between the two cities, being in Vejle on Tuesday and Wednesday and in 
Odense on Thursday. The theme of the seminar was ‘University-industry co-operation 
in a study curriculum in the Nordic context’ and included a masterclass about learn-
ing styles, LEGO workshop and company presentations and visits. Throughout the 
seminar, participants worked in intercultural teams to ensure that cross-border learn-
ing and networking were achieved. A total of 22 people participated in the seminar; 
6 from St Petersburg State Forest Technical University, SPbSFTU (RU), 5 from St 
Petersburg State University of Industrial Technologies and Design, SPbSUITD (RU), 
6 from Mikkeli University of Applied Sciences (FI) and 5 from Lillebaelt Academy 
University of Applied Sciences (DK). 
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A DESCRIPTION OF THE PROGRAMME
The seminar focused on the three specific objectives defined for the project:
1. to train teachers on matters pertaining to innovation pedagogy utilising the syner-
gy of the Finnish, Danish and Russian systems of entrepreneurship education
2. to enhance the use of innovative teaching methods and materials in the multicul-
tural learning environment
3. to increase the use of enterprises as learning environments in order to better con-
nect studies with the working life.
The first day primarily focused on the first objective, day two primarily on the second 
objective and day three primarily focused on the third objective. However, there were 
some overlaps between the three objectives during the seminar.
The first day of the seminar
The first day started with a masterclass about learning styles with two external lec-
turers from eKnowledgeCentre. Each person prefers different learning styles and 
techniques, and everyone has a mix of learning styles. During the masterclass, the 
participants were introduced to theories related to learning styles. Furthermore, the 
participants were asked to do a learning style test to find out what type of learning 
style they prefer. The purpose of the masterclass was to give the participants a chance 
to gain knowledge about learning styles in order to have the necessary skills and 
competencies to develop teaching activities that are adapted to students with dif-
ferent learning styles. It became clear that most of the participants had very limited 
knowledge about learning styles and had previously never done a learning style test. 
Through discussions in intercultural teams, the participants reflected, e.g. on how 
their learning style affected their way of teaching, and how this knowledge can be 
implemented when planning their teaching activities in the future. In the afternoon, 
the participants visited The Spinning Mill (Spinderhallerne 2016).
The Spinning Mill is a development and innovation environment for people who 
work in the field of business, design and art. The 13,000 m2 industrial building 
houses more than 60 creative micro-companies and artists, meeting and workshop 
facilities, exhibition space, prototyping workshop and a café (www.spinderihallerne.
dk). During the visit at The Spinning Mill, the participants listened to a presentation 
about the location, a student from EAL gave a presentation about her internship, 
during which she has started her own business, and a company gave a presentation 
of their experience on working at The Spinning Mill. All in all, the presentations and 
the guided tour afterwards gave a good understanding of what The Spinning Mill of-
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fers to its clients and how a co-working environment can be set up. The visit at The 
Spinning Mill was more related to the third objective since the participants gained 
knowledge about how a co-working environment can be utilised in teaching activi-
ties. (Spinderhallerne 2016.)
The second day of the seminar
The second day was a workshop in which LEGO blocks were used. The participants 
were divided into five intercultural teams and were asked to individually build a 
LEGO figure that illustrated how they taught their classes. Thereafter, each partici-
pant gave a short presentation about their LEGO figure to the other members of the 
team. That activity made the participants individually reflect on their role as a teacher 
and they also gained insight into how others teach and what type of teaching meth-
ods they implement. Each team then built one LEGO figure that illustrated what a 
teaching situation should look like and they were asked to integrate elements about 
learning styles in their figure.
FIGURE 1. The participants’ teaching activities with the use of Lego Serious 
Play ® method (Photo by Malin Burström Gandrup)
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After building the figures, a “café visit” exercise was carried out. In the exercise, one 
team member pitched their LEGO figure to another group, while the other team 
members listened to another group’s pitch. Every eight minutes the team members 
that listened to the pitches moved on to the next group, and at the end all teams 
had listened to each teams’ pitch. One of the goals of the exercise was to focus on 
providing input and asking questions in order to get a deeper understanding of the 
LEGO figure that another group had developed. Hearing about which elements the 
other teachers find relevant to focus on inspired the participants and also gave them 
input on how knowledge about learning styles can be integrated in teaching activities. 
After the café visit exercise, the five teams had time to further develop their LEGO 
figure and the day was finished off with each team presenting their LEGO figure to 
the other teams. Throughout the workshop, the participants developed knowledge 
about different teaching methods and two innovative teaching methods were actively 
introduced to them: involvement of LEGO and the café visit exercise.
FIGURE 2. 
Team work 
on perfect 
teaching 
activity 
(Photo Malin 
Burström 
Gandrup)
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The third day of the seminar
The third day included presentations, a workshop and a company visit. During the 
morning session, the participants were introduced to Factory of Festivals, which is a 
concept implemented at EAL’s Tourism, Events and Leisure faculty. Festivals in the 
region are offered a work space for free at EAL with the condition that they involve 
students in the planning, execution and evaluation of the festival. A teacher at EAL 
and a company representative from HCA Comedy Festival told about their experi-
ences with Factory of Festivals. Furthermore, a student from EAL shared her experi-
ences with 48-hours. 48-hours is an innovation concept in which students work in 
interdisciplinary teams for 48 hours to solve a real-life problem for a company in the 
region. During the session, the seminar participants gained knowledge on how com-
panies can participate in teaching activities.
After lunch, the participants presented the results from the piloting of innovative 
teaching methods, which had been implemented in Finland and Russia. The activity 
is specifically linked to the second objective of the project and provided the par-
ticipants with hands-on knowledge about innovative teaching methods and how to 
implement them. The participants were then again divided into the five intercultural 
teams and asked to further develop their LEGO figure with the aim to include enter-
prises in the learning environment. The final LEGO figures were presented and the 
day was finished off with a company visit. 
SUMMARY AND CONCLUSION 
During the three-day seminar, the participants participated in workshops, a master-
class, teamwork and presentations. Through the masterclass in learning styles, the 
participants developed relevant knowledge about different types of learning styles 
and became aware of which learning style they prefer themselves. By developing that 
knowledge, the participants can better understand how their students learn and they 
can also implement innovative teaching methods that are adapted to different learn-
ing styles. By working in intercultural teams, the participants gained a better under-
standing of the teaching environment in Denmark, Finland and Russia. Through 
discussions and team work, the participants exchanged knowledge and ideas that can 
be used when planning teaching activities in the future. During the second day, the 
participants were introduced to using LEGO bricks in a teaching situation and the 
“café visit” exercise, both of which can be identified as innovative teaching methods. 
Furthermore, during the third seminar day, participants presented the pilot project 
of innovative teaching methods, which had taken place in Finland and Russia, and 
gave the participants further knowledge about how to implement innovative teaching 
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methods. The seminar therefore contributed to improving the participants’ compe-
tences in innovative pedagogy.
During the first and the third day, the participants were introduced to different meth-
ods of collaboration between institutions of higher education and companies. They 
gained insight on how teachers, students and company representatives view such col-
laboration, what to avoid and what successful collaboration requires. That knowledge 
as such does not improve cooperation with businesses, which is one of the targets of 
the project, but it can be utilised by the participants when establishing collaborations 
between their institutions and companies. During the three-day seminar, the partici-
pants gained new knowledge and inputs as well as hands-on experience on innovative 
teaching methods. By reflecting on their role as a teacher and discussing their views 
with other teachers, they improved their understanding and knowledge about inno-
vative pedagogy and teaching in general.
 
REFERENCES 
Spinderhallerne (2016) [Online], Available: http://www.spinderihallerne.dk/facts-in-
english/. Referred: 18.10.2016. No updating information.
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 5. THE EDUCATIONAL SYSTEMS IN 
 DENMARK, FINLAND AND RUSSIA
Nana Lindholm, Pernille Kjærgaard Christiansen, Peter Lütken Storm-Henningsen, 
Tuuli Järvinen, Julia Bobritzkaya and Elena Freidkina 
INTRODUCTION
For many years, both policymakers and researchers have struggled to find an answer 
to the question of the most appropriate system design and structure for the higher 
education sector. Perhaps this is due to the fact that there seems to be no right or 
wrong structure of the higher education system, as it depends on a variety of factors 
(Goedegebuure 2010, 616). 
The development of the educational systems is not just dependent on national sys-
tems and political priorities (ibid.) but also on a growing complex world and on an 
ever-growing number of students (ibid., p. 617). Furthermore, the term higher educa-
tion covers a whole range of different institutions and study programmes. Often, the 
focus is on differentiation in terms of programme types and the levels of education 
offered within the specific institution. However, some studies also include differences 
in e.g. organisational structure and financial matters (Teichler 2010, 347). Since the 
diversity of higher education is so great and changes are very much dependent on 
national systems and their complexity, it is impossible for higher education systems 
to be completely uniform since they should serve different purposes for their enrolled 
students and the society in which they are placed (ibid., p. 352).
This article will provide a brief overview of the different educational systems in Den-
mark, Finland and Russia respectively. In extension of the above, the educational 
systems in the three countries differ in some aspects whilst being similar in others. 
The different parts of this article all have different focuses on the important elements 
of the respective educational system and the tendencies of the future.
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THE DANISH EDUCATIONAL SYSTEM
A general introduction
In Denmark, the education begins in the basic school – referred to as the “Folkeskole” 
in Danish. The basic school is responsible for preparing the pupils for further educa-
tion and training (The Aims of the “Folkeskole”, n.d.). It is an important element 
of the education in Denmark and also contains teaching of the Danish culture and 
history, contribution to the individual’s personal development, and the child’s under-
standing of the rights and duties in a free democratic society (ibid.). The educational 
system in Denmark therefore supports intellectual freedom, equality and democracy 
for all (ibid.).
Education is primarily free in Denmark apart from some educational offers for adults, 
supplementary training programmes as well as private schools and the like (see chart 
in The Danish Education System 2016, 15). The education sector in Denmark there-
fore takes up quite a lot of the total public expenditure: 15.1%, which corresponds 
to 7.9% of the GDP as of 2012 (Denmark Key Facts, OECD, 2012). However, the 
great expenditure on education has resulted in 0% of the 25–64 year-olds to only 
have attained primary levels of education and 76% of the same age group (25–64 
years) to have attained at least the level of upper secondary education (ibid.). Figure 
1 gives an overview of the Danish educational system.
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FIGURE 1. Overview of the Danish Educational System. 
Basic School (“Folkeskole”)
The Danish “Folkeskole” is a basic school education that covers both primary educa-
tion (from 1st to 6th grade) and lower secondary education (from 7th to 9th grade). 
10th grade is optional. Pupils in basic school are from the age of 6 to the age of ap-
proximately 17 (Primary and Lower Secondary Education, n.d.). In Denmark, edu-
cation is compulsory — however, school attendance is not. This means that you are 
free to receive teaching for instance at home, as long as you reach the requirements 
set by the government, which correspond to those of the Danish Basic School (The 
Folkeskole, n.d.). 
Upper Secondary Education
Upper secondary education is divided into “general education” and “vocational or 
technical education”. General education grants pupils access to higher education. Vo-
cational education and training programmes are the non-academic educations (Up-
per Secondary Education, n.d.).
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Academy Profession Programmes
The Academy Profession Programmes are normally a two-year education. In some 
cases, a top up is added to the education and thus the end diploma will be a Profes-
sional BA (Academies profession programmes, n.d.).
Professional Bachelor Programmes
Professional BA is a programme that has a more practical approach compared to 
the traditional BA programmes. The Professional BA puts great emphasis on linking 
theory and practice and is offered at academies (UAS) and university colleges (Profes-
sional bachelor programmes, n.d.).
Bachelor Programmes
Bachelors in universities are research based with a duration of three years equivalent 
to 180 ECTS. Bachelor’s degree programmes provide students with a broad academic 
knowledge as well as methodological and theoretical skills in one or more subject 
areas (The University Bachelor’s […], n.d.).
Master’s Programmes
Traditional Master’s programmes are research based and consist of 120 ECTS points 
with the exception of a few degrees (e.g. Medicine). The degree gives students com-
petences within theoretical and scientific knowledge, analytical skills and qualifies 
students for scientific work (for instance a PhD) or a professional career (ibid.).
Important elements of the education system
The Danish Grading Point System
The system was introduced in 2007 with the aim of making the grading system easier 
to understand and compare in an international context (7-point grading scale, n.d.). 
Table 1 presents it in detail. 
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TABLE 1. The Danish grading points system
Danish
mark
Explanation of the mark Equivalent 
ECTS mark
12    For an excellent performance    A
10    For a very good performance    B
7    For a good performance    C
4    For a fair performance    D
02    For an adequate performance    E
00    For an inadequate performance    Fx
-3    For an unacceptable performance    F
SU: The Danish Students’ Grants
All Danish students are entitled for support during their further studies from the 
age of 18. The grants are given to students following a youth education programme 
(without any time limit) and for students who are enrolled in higher education cours-
es (with a maximum of 70 months). Students who change their studies at their higher 
education will not receive extra grants but all students are entitled to a student loan 
with a low interest rate (State Educational […], n.d.). 
Future aspects of the education system
Denmark as a Knowledge Society
Due to globalisation, the national economies have been linked closer together, which 
has led to outsourcing of many companies’ production capacity. This, in turn, has 
led to a greater demand for more well-educated people who constantly acquire new 
knowledge through education and lifelong learning. Thus, the Danish government 
has focused on having more people finish a higher education and to make people 
achieve good academic knowledge and personal skills (Denmark’s strategy for lifelong 
learning 2007, 5–6). This state-led approach helps to reduce social inequality and 
seeks to promote equal personal development for all through education (Kwon and 
Daeyeon 2010, 156).
Due to constant changes in society and the labour market, people should not just 
learn — they should learn to learn. They will acquire what we call lifelong learning 
skills, making them capable of adjusting to future needs in the job market (Den-
mark’s strategy for lifelong learning 2007, 19–24). 
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Integration of theory and practice
In order to ensure growth and knowledge sharing as well as lifelong learning abilities, 
the Danish government has decided to increase the cooperation between educational 
institutions and the local business community (ibid., p. 28–29). These partnerships 
within education and competence development will help strengthen the lifelong 
learning and the quality and demand for education. Also, it will help businesses de-
velop and grow further (ibid., p. 29). 
The Ministry of Higher Education and Science has introduced a supplement to 
the already existing development contracts for each higher education institution in 
Denmark. This supplement has an extraordinary focus on an increased regional col-
laboration between the institutions and the businesses in their geographical area. The 
overall initiative by the Government has a specific goal: the knowledge gained at the 
educational institutions should benefit the entire society in a more extensive way in 
the future (Information Regarding the Supplement for the Development Contract, 
2015).
THE FINNISH EDUCATIONAL SYSTEM
General information about the Finnish education system
According to the Finnish Ministry of Education and Culture (Education System in 
Finland 2016), the Finnish welfare society is built on education, culture and knowl-
edge. The aims of the Finnish educational policy are quality, efficiency, equality and 
internationalisation. Also, there should be no dead-ends preventing progression to 
higher levels of education.
The Finnish educational system consists of the following levels:
 • one year of voluntary pre-primary education
 • nine years of primary education (comprehensive school)
 • upper secondary education, which includes vocational and general 
    education options
 • higher education in universities and universities of applied sciences (UAS)
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Adult education is provided at all levels of education. Adults can study for a general 
education certificate or for a vocational qualification, or modules included in them, 
take other courses developing citizenship and working-life skills, or pursue recrea-
tional studies.
Most education and training is publically funded. In basic education, school materi-
als, school meals and commuting are also provided free of charge. In upper second-
ary education, students pay for their books and transport. In addition, there is a 
well-developed system of study grants and loans. Financial aid can be awarded for 
full-time study in upper secondary education and in higher education. (Financing of 
Education 2016.)
According to Statistics Finland (2016), the expenditure on the regular education sys-
tem decreased by 0.2% in 2014 compared to the previous year. Current expenditure 
on the regular education system totalled EUR 12.3 billion in 2014. The expenditure 
on comprehensive school education constitutes the largest proportion of the cur-
rent expenditure on the regular education system. The expenditure on comprehensive 
school education was EUR 4.5 billion in 2014. The next largest proportions were 
university education and research, on which EUR  2.3  billion was expended, and 
vocational education, on which EUR 1.7 billion was spent.
Financial aid is provided in Finland in the form of study grants, housing supplements 
and government guarantee for student loans. Student financial aid is granted for full-
time studies aiming at an upper secondary school certificate, a vocational qualifica-
tion, a polytechnic or university degree, and for additional studies qualifying for a 
profession or a post. (Student Financial Aid in Finland 2016.)
According to OECD (Education at a Glance 2016), educational outcomes in Finland 
were among the top of OECD. In 2015, 43% of 25–64 year-olds in Finland had 
completed tertiary education. The first-time graduation from master’s programmes 
(23%) and doctorate programmes (2.6%) are above the OECD average. In 2013, 
educational expenditure in Finland amounted to 7.2% of the GDP. (Government 
expenditure on education, total (% of GDP) 2013.) 
Education System 
Finnish institutions of higher education use the ECTS system in international stu-
dent mobility schemes. This has revealed the problems in the Finnish credit unit sys-
tem, especially as regards to university studies, which is why the Finnish degrees have 
been reformed to be compatible with the ECTS in connection with the adoption of 
the two-cycle degree system.
 
At present, degree structures are evolving in line with the Bologna Declaration (EHEA 
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1999) and the Bachelor–Master structure is becoming the prevalent model. However, 
the extent and duration of degrees in Europe vary, the most common structures being 
3+2 years and 4+1 years. The ECTS and the Diploma Supplement are in use in most 
countries, also in Finland. In recent years, the Bologna process has focused on quality 
assurance systems and their recognition. (The Bologna process 2016.) In figure 2, the 
present Finnish education system is illustrated. 
FIGURE 2. The Finnish Education System Chart (The Finnish Education Sys-
tem Chart 2016)
Early Childhood Education and Care
Local authorities in Finland are responsible for the provision, quality and supervi-
sion of early childhood education and care services. Day care is provided by trained 
personnel. The qualification of a kindergarten teacher is a university or university of 
applied sciences degree. All day-care centre personnel must have at least an upper 
secondary-level qualification in social welfare and health care. The qualification re-
quirements for day care staff are stipulated by the decree on child day care and by the 
law and decree on the qualification requirements of social care professionals. (Early 
childhood education and care in Finland 2016.)
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Basic Education
According to MEC (2016), basic education is a free nine-year education provided 
for the whole age group (in 2016, circa 60,000 children) in Finnish comprehensive 
schools. Compulsory schooling starts in the year when a child turns seven and ends 
after the basic education syllabus has been completed or after ten years. The tenth 
year is a voluntary possibility for students who have finished the 9th grade. 
Textbooks and other materials, tools etc. are free of charge in basic education and pu-
pils are offered a free daily meal. Also, school health care and other welfare services are 
free to the pupils. The school year, which has 190 working days, starts in mid-August 
and ends in the beginning of June. The summer holidays are over 60 days.
The network of comprehensive schools covers the whole country. Local authorities 
have a statutory duty to provide education for children of compulsory school age liv-
ing in their areas. The language of instruction is mostly Finnish or Swedish. In 2016, 
there are around 25,000 pupils (4.6%) with immigrant background in primary and 
lower secondary education, and their integration is supported in many ways.
After basic education, 95.5% of school-leavers continue their education — in ad-
ditional voluntary basic education (2.5%), in upper secondary schools (54.5%) or in 
initial vocational education and training (38.5%). (Basic education in Finland 2016.)
General Upper Secondary Education
The post-compulsory upper secondary level comprises general and vocational educa-
tion. Both forms usually take three years and give eligibility for higher education. 
About 50% of the comprehensive school-leavers continue on to general upper sec-
ondary education. Upper secondary school offers general education for students of 
about 16–19 years of age. It provides students with the capabilities to continue to 
further studies.
The admission requirement for general upper secondary education is a basic educa-
tion certificate. Students apply to general and vocational education through a joint 
application system. If the number of applicants exceeds the intake, the selection is 
based on students’ school reports. The drop-out rate is low.
The general upper secondary school is based on courses with no specified year-classes. 
The scope of the syllabus is three years but the studies may be accomplished in two, 
three or four years. The students may proceed in their studies either as a group or 
individually. General upper secondary education is primarily free of charge for stu-
dents, but students have to pay for the materials.
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The upper secondary school ends in a matriculation examination, which does not 
qualify for any occupation. Passing the matriculation examination entitles students 
to continue studies in universities, polytechnics or vocational institutions. Matricu-
lation examination is drawn up nationally, and there is a centralised body to check 
its individual tests against uniform criteria. (General upper-secondary education in 
Finland 2016.)
Vocational Education 
The aim of vocational education and training (VET) is to improve the skills of the 
work force, to respond to skills needs in the world of work and to support life-
long learning. VET comprises initial vocational training and further and continuing 
training. A total of 146,000 students attend initial vocational training every year. Of 
them, 4,500 attend access courses preparing for initial vocational training. The largest 
fields are Technology and Transport (c. 36%), Business and Administration (19%) 
and Health and Social Services (17%). The other fields are Tourism, Catering and 
Home Economics (13%), Culture (7%), Natural Resources (6%) and Leisure and 
Physical Education (2%). In further training provided in the Ministry of Education 
and Culture sector, the annual number of students is about 40,000. (Vocational edu-
cation and training in Finland 2016.)
Universities of Applied Sciences
Both UAS and universities in Finland, together with MEC set operational and quali-
tative targets and determine the necessary resources every four years. They also agree 
on how these targets are to be monitored and evaluated. They receive funding from 
the state, but they are also expected to raise external funding. Finnish universities are 
independent corporations under public law or foundations under private law. Uni-
versities of applied sciences are multi-field regional institutions focusing on contacts 
with working life and on regional development. At present, there are 24 UAS in Fin-
land. The total number of young and mature UAS students is 130,000. Universities 
of applied sciences award over 20,000 Bachelor’s degrees and 2,400 Master’s degrees 
annually.
Degree studies give a higher education qualification and practical professional skills. 
They comprise core and professional studies, elective studies and a final project. All 
degree studies include practical on-the-job learning. There are no tuition fees in de-
gree education in Finnish and Swedish, and the students can apply for financial aid. 
As of the beginning of 2016, institutions of higher education may charge tuition fees 
from students coming from outside the European Union and the European Eco-
nomic Area.
The extent of UAS degree studies is generally 210–240 study points (ECTS), which 
means 3.5–4 years of full-time study. This education is usually arranged as degree 
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programmes. The entry requirement is a certificate from an upper secondary school 
or the matriculation certificate, a vocational qualification or corresponding foreign 
studies. The requirement for Master’s studies in university of applied sciences is a 
Bachelors’ level degree and at least three years of work experience. The Master’s degree, 
which is 60–90 study points and takes 1.5–2 years, is equivalent to a university Mas-
ter’s in the labour market. (University of applied sciences’ education Finland 2016.)
Universities
The Finnish universities, currently a total of 14 of them, operate in their new form 
from 1 January 2010. Their operations are built on the freedom of education and re-
search and university autonomy. Universities confer Bachelor’s and Master’s degrees, 
and postgraduate licentiate and doctoral degrees.
At universities, students can study for lower (Bachelor’s) and higher (Master’s) degrees 
and scientific or artistic postgraduate degrees, which are the licentiate and the doctor-
ate. It is also possible to study specialist postgraduate degrees in the medical fields. In 
the two-cycle degree system students first complete the Bachelor’s degree, after which 
they may go for the higher, Master’s degree. As a rule, students are admitted to study 
for the higher degree. Universities also arrange separate Master’s programmes with 
separate student selection, to which the entry requirement is a Bachelor’s level degree 
or corresponding studies.
Studies are quantified as credits (ECTS). One year of full-time study corresponds 
to 60 credits. The extent of the Bachelor’s level degree is 180 credits and takes three 
years. The Master’s degree is 120 credits, which means two years of full-time study 
on top of the lower degree. In some fields, such as Medicine, the degrees are more 
extensive and take longer to complete. (University education in Finland 2016.)
Important elements of the education system 
Special features of the Finnish system are that most education is publicly funded, lo-
cal administration and educational institutions play a key role, educational autonomy 
is high at all levels and quality assurance is based on steering instead of controlling. 
(Finnish education in a nutshell 2015.) For example, there are no national tests for 
pupils in basic education in Finland. Instead, teachers are responsible for assessment 
in their respective subjects on the basis of the objectives included in the curriculum. 
The only national examination is the matriculation examination as described earlier. 
Commonly, admission to higher education is based on the results in the matricula-
tion examination and entrance tests. (General upper-secondary school in Finland 
2016.) In higher education, the following grading system is commonly in use:
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The Finnish        The ECTS
Grading Scale       Grading Scale
5 = excellent: outstanding performance with only minor errors  A
4 = very good: above average but with some errors    B
3 = good: generally sound work with a number of notable errors  C
2 = satisfactory: fair but with significant shortcomings   D
1 = sufficient: performance meets the minimum criteria   E
0 = fail: some more work required before the credit can be awarded  FX
0 = fail: considerable further work is required    F
 
For example, for the visiting lecturers in MUAS Bachelor Programmes in English, the 
following instructions are given: 
89–100 p. = 5   (Excellent)
77–88 p. = 4  (Very good)
65–76 p. = 3  (Good)
53–64 p. = 2  (Highly satisfactory)
40–52 p. = 1  (Satisfactory)
Future aspects of education system
The decrease in young age groups poses a significant challenge for authorities in pro-
viding education services cost-effectively. The 5–14 age group will grow only in seven 
OECD countries by 2015. Most OECD countries experience the steepest decrease in 
the young age groups over the next ten years, after which the situation will level off to 
some extent. (Education at a glance 2016.)
 
According to MEC (2016), the higher education institutions’ common objectives for 
2025 comprise the following areas:
 • strong higher education units that renew competence
 • faster transition to working life through high-quality education
 • impact, competitiveness and well-being through research and innovation
 • the higher education community as a resource.
Until 2016, there have not been tuition fees at any level of education. However, the 
present cabinet proposed amendments to Finnish University Act and the Polytech-
nics Acts. As of the beginning of 2016, institutions of higher education may charge 
tuition fees from students coming from outside the European Union and the Eu-
ropean Economic Area. This applies to study programmes conducted in a language 
other than Finnish which lead to either a bachelor’s or master’s qualification. Foreign 
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nationals studying in either Swedish or Finnish, however, will not face any fees. The 
size of the fee charged would have to be at least EUR 1,500 per year. 
Higher education institutes would be able to set the fees themselves in such a way 
that the payments support the school’s internationalisation strategy. They would need 
to have a scholarship system, through which the studies of students participating in 
the fee-charging degree programmes would be supported. Legislative changes came 
into force on 1 January 2016. The regulations on tuition fees would be binding on 
institutes of higher education for all students that start their studies on or later than 1 
August 2017. (Tuition fees for higher education students from outside the EU/ETA 
area 2015.) Out of the Nordic countries, Denmark introduced fees in 2006 for those 
from outside the EU/ETA area, and Sweden did the same in 2011. Tuition fees are 
not charged at all in Norway and Iceland. (Education at a glance 2014.) 
The Finnish Government aims to reform the society and to reinforce economic growth 
through five strategic priorities. One of these is competence. The world around us is 
changing rapidly, and education, too, must evolve to meet the needs of the future. 
The objective of these reforms is to raise the level of competence, expertise and edu-
cation in Finland, making it possible to support the changes in society and enabling 
equal opportunities. This objective is to be promoted through six key projects. These 
six key reform projects are: 
- New learning environments and digital materials to comprehensive schools. For 
example, in order to support teachers’ ability to take advantage of this new 
approach, continuing professional education and training will be provided.
- Updating of all vocational education by 2018. For example, digital learning 
environments and new approaches to pedagogy (e.g. modern simulators) 
will have a larger role in the future of learning. Learning in the workplace 
will be increased.
- Development of tertiary education. For example, the intention is to increase the 
significance of matriculation examination results in student selections. In the 
future, higher education institutions will offer education around the year.
- Access to arts and culture will be facilitated. 
- Cooperation between higher education institutions and the business community 
will be strengthened to bring innovations to the market. For example, the 
profiling and work division of higher education institutions, as well as the 
impact and commercialisation of research, will be made more effective. The 
portion of competitive funding will be increased in the financing of higher 
education institutions. There is also demand for Finnish education abroad. 
In order to meet this demand, the opportunities of educational export are 
promoted in all levels of education.
- Youth guarantee to support young people. For example, a place to study is 
guaranteed to everyone finishing comprehensive school. In addition, 
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support must be available for young people who cannot find a suitable study 
place immediately after comprehensive school. (Key projects reform Finnish 
education 2016.)
THE RUSSIAN EDUCATIONAL SYSTEM
A general introduction
The Russian general education is aimed at developing the intellectual, moral, emo-
tional and physical development of the individual. The system also provides the Rus-
sian citizens with a common cultural identity as well as the skills to adapt to life in 
society and on the job market (Overview of the […], n.d.).
The education system employs more than 9 million people in Russia, and the annual 
expenditures of the Ministry of Education and Science of the Russian Federation 
amount to 2.72% of the total public budget as of 2015 (Federal State Statistics Ser-
vice, n.d.). 
The Russian education system has in recent years undergone significant changes in 
accordance with the economic and political changes in the society. Over the past 15 
years, fast changes in demands for the working force and qualification structure have 
called for higher flexibility and adaptation of the educational system to meet the 
demands of the citizens, society and labour market (Filippov & Tkach 2010, 750). 
General education and initial vocational training are free of charge in the Russian 
Federation (ibid., p. 755). This underlines the fact that Russia values education and 
training highly.
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An overview of the Russian education system
FIGURE 3. Overview of the Russian Educational System. 
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General Education
The general education includes pre-school, primary, basic and secondary (complete) 
general education (Federal Law […], 2012). The pre-school education (kindergar-
ten) is open for children from the age of just two months to the age of seven. The 
pre-school provides supervision, care and rehabilitation for the children attending 
— however, it is also possible to care for the child at home instead of attending the 
pre-school (Model Provision of […], 2012). 
The general education consists of three stages: the primary general education with 
a duration of four years, a basic general education lasting five years and finally the 
secondary (complete) general education that lasts two years (ibid.). 
After the first two stages (that is after completion of the basic general education) and 
an examination, students either enter the secondary (complete) education (corre-
sponding to high school) or attend schools of vocational training. The main purpose 
of attending the 10th and 11th grade is preparing for university studies. After com-
pletion of the last stage of the general education, the students receive a certificate — a 
document that confirms the acquisition of knowledge in the state standard volume 
(ibid.). 
Vocational Education
The vocational education includes the initial vocational education, non-university-
level higher education, higher professional education and the post-graduate profes-
sional education (including postgraduate training) programme (Federal Law […], 
2012). 
The non-university level in Russia is comprised of the two following types of insti-
tutions: technical college (tekhnicum) and college (Standard Provision […], n.d.). 
Admissions to these institutions vary depending on the study programme; e.g. pro-
grammes within art and culture can be undertaken already after completion of the 
9th grade, whereas medical programmes require completion of the 11th grade (Order 
of December 20, 2007).
Higher Education in Russia
The higher and vocational education ensures the training of qualified persons in all 
major areas and sectors of the nation. The educational programmes further meet the 
students’ personal needs of intellectual, cultural and moral development as well as 
provide them with opportunities to expand their scientific and pedagogical qualifica-
tions (Federal Law […], 2012). The higher education consists of three levels: a Bach-
elor’s degree, a Master’s/specialist’s degree and a Doctoral degree (ibid.). 
There are three types of educational institutions within the higher education sector 
in Russia: university, academy and institute. They differ in several ways, such as the 
amount of research carried out and the levels of training, etc. (Filippov & Tkach, 
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2010, 754). Within the higher education, students can follow one of two different 
cycles:
- The programme leading to a Master’s degree (a minimum of 6 years of study)
- The programme leading to a specialist’s diploma, e.g. engineering, teaching and 
medical doctor (a minimum of 5–6 years of study)
All educational programmes culminate in a national final test including examinations 
chosen by the respective HEIs as well as a defence of the students’ attestation paper 
(project) (ibid.). 
In Russia, the different specialties and areas of training have to be approved by the 
Ministry of Education and Science of the Russian Federation. At this moment, a total 
of 441 training areas and specialties are available for studying at all levels of the educa-
tion system (Order of December 20, 2007). 
Important elements of the education system
Decrease in number of institutions
In 2015, the total number of higher education institutions decreased by 5,7% com-
pared to 2014. Also, the number of state and municipal higher education institutions 
had reduced by 3.3% in 2015 from the previous year. For private institutions of 
higher education, the decline amounted to 9%. These changes mean that the number 
of students within the higher education has decreased greatly (Federal State Statistics 
Service, n.d.). The strategy of decreasing the number of institutions has been under-
taken in an attempt to weed out the average institutions and instead improve the 
quality of the top universities.
New forms of educational programmes
The network form of educational programmes builds on solid collaboration with 
other educational organisations — including foreign ones — as well as other or-
ganisations to develop and innovate the current educational programmes offered to 
students (Federal Law […], 2012). 
Besides the network form of educational programmes, the use of e-learning tools has 
also been introduced to Russia. E-learning tools enable more people to participate in 
educational programmes regardless of their geographical location (ibid.).  
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Future aspects of the education system
Focus on lifelong learning
A greater focus has also been directed at the lifelong learning abilities of the students 
and people in Russia. The aim is to achieve a stable process of continuous education 
as an essential component of the Russian citizens’ lives. In trying to reach this objec-
tive, the creation of open educational resources through the internet is in progress. E-
learning will spark the development of implementing lifelong learning in the Russian 
society and education system (Conception Federal Target Programme […], 2014). 
New approaches to learning
As stated in the introductory section to the Russian education system, great changes 
are undertaken within the Russian education system. Educational sector professionals 
in Russia work actively towards implementing both new approaches to learning and 
training whilst  maintaining the best practices that already exist within their fields 
(ibid.). 
In the reforming of the education sector within the country, it can be a challenge to 
ensure the high quality of the programmes. However, a national network is monitor-
ing the quality at all educational levels to ensure that it meets the standards (Federal 
Law […], 2012). 
Increased birth rates vs. a decreasing number of teachers
In Russia, the birth rate has increased, which obviously has led to a larger number 
of children enrolling in pre-school. This in combination with an early school age has 
led to an increasing demand for high-quality primary education. Also, easier access 
to the educational services is prioritised. As of 2015, the availability of pre-school 
education for children from the age of 3 to 7 years is 93.7% (Federal State Statistics 
Service, n.d.).
However, another challenge is the decreasing number of teachers as well the large 
number of current teachers reaching retirement age. This situation is presumably due 
to teachers’ low wages, which make the profession less attractive. However, measures 
are being taken to solve this challenge e.g. by increasing the salaries of staff members 
(Conception Federal Target Programme […], 2014). 
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CONCLUSION
The article makes it clear that all of the examined educational systems have various 
focuses and challenges. However, it is also apparent that all nations work intensively 
towards finding solutions to those challenges and ensuring improvement of their 
respective educational system. As this article has shown, even though some educa-
tional systems might have similar features, there are still national differences that 
shine through.
For instance, in the Finnish system, the welfare society and its benefits can be seen in 
that pupils are offered a free hot meal in school every day. This is not the case in nei-
ther Denmark nor Russia. The strengths of the educational systems of these countries 
lie elsewhere: for instance, the Danish educational system prioritises collaboration 
between educational institutions and local business communities in order to improve 
knowledge sharing and meet the demands of the future labour market. The Russian 
educational system instead prioritises expanding the lifelong learning abilities of its 
people with the recent introduction of e-learning as a new tool.
Even though the emphasis and focuses of the different systems vary, the three nations 
could all contribute something valuable to the others. For instance, Denmark has al-
ready focused intensively on and had great success when it comes to lifelong learning 
— something that the Russian educational system could perhaps benefit from. This is 
just one example of how the educational systems could benefit from new perspectives 
and greater knowledge sharing.
The project does therefore open up new perspectives to view the world of education 
from — and hopefully it can teach us something valuable and new in the continuous 
and eternal search for the most appropriate educational system structure.
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INTRODUCTION
A lecture is the most traditional teaching method in higher education. For a long 
time, teachers and professors have taught their subjects in classrooms, in which stu-
dents listen and take notes. During a lecture, the teacher may ask the students and the 
students may ask the teacher various questions in order to deepen their understand-
ing of the issues at hand. Nowadays, it seems that the situation has changed to some 
extent. Universities utilise a wider range of learning methods than before and assign-
ments require a greater degree of application of knowledge. In addition, collabora-
tion with companies and organisations has facilitated new learning environments for 
students who work in different projects for them under teachers’ supervision.
This paper introduces various approaches and methods for contemporary teaching 
in higher education. The four higher education institutions of the Nordic–Russian 
project introduce their current teaching practices and methods based on a survey that 
was conducted on the current teaching methods of the teachers in the four universi-
ties. The results of the survey are presented to gain deeper insight into the viewpoints 
of the teachers. Furthermore, a comparison of the results between the four universi-
ties is performed, not only to show the levels of teaching method utilisation in each 
university but also their relative positions to each other. Also, the cultural aspects are 
discussed and conclusions regarding them are drawn at the end of the article.
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APPROACHES AND METHODS FOR CONTEMPORARY TEACHING
Approaches and methods for teaching that currently prevail in the higher educational 
system of any country depend on a variety of factors: historical development of the 
whole education system; traditions; differences in training and professional develop-
ment of teaching staff; features of school education; and the necessity (or the absence 
of necessity) to reduce the costs of the learning process and many others.
Majority of teachers, scientists and psychologists consider a lecture as a traditional 
teaching method. Authors emphasise that this teaching method can be used for trans-
mitting information quite effectively (Bligh 2000, 19–20). However, it cannot be 
considered as the best or most effective method for various reasons. For example, the 
students’ attention tends to suffer during a lecture. Authors point out that lectures 
combine advantages (transmitting the core of the subject efficiently, sharing teachers’ 
experiences, live communication with large audiences) and disadvantages, including 
long preparation for teachers and — after lectures — extensive work for students, 
one-way communication style, special expectation concerning teachers’ skills (Arm-
strong 2012, 7). The conclusion is that only lectures that have a special structure and 
prepared handouts and include other (active) methods of teaching are considered 
effective (Bligh 2000, 19–20, 56; Ireland and Byrne 2016, 15).
Group work is described by researchers as an active teaching method that promotes 
development of students’ communicative skills. It provides the opportunity to cre-
ate an atmosphere of “joint creation”, supports students’ courage to accept risks and 
develops students’ confidence. Authors especially highlight that group work helps to 
activate passive or lazy students. (Kraft 1985, 151–153). Further, individual counsel-
ling is widely used by teachers as a part of teaching activities regardless of whether it 
is included into curriculum or whether curriculum structure has any special require-
ments regarding this method. Individual student counselling is always interactive 
(Borck & Fawcett 1982, 17–29). On one hand, communication between the student 
and teacher focuses on the student’s problem and, as a result, helps to highlight the 
student’s problems and evaluate the progress in teaching (Fedorova 2010, 102). On 
the other hand, counselling sessions also provide  teachers with a chance to improve 
their teaching methods; through discussions and talks with students, teachers find 
out the shortcomings in their own approaches to teaching, discipline content or even 
in the curriculum structure.
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Problem-based learning (PBL) is an instructional approach that evolved from innova-
tive health sciences curricula in the 1960s and has since then been adopted by many 
disciplines, e.g. architecture, engineering and economics. PBL is a learner-centred 
approach in which students learn to conduct research, integrate theory and practice, 
and apply knowledge and skills to solve a defined problem (Savery, 2006).
PBL begins with a problem, which is the driving force behind the approach. Students 
are expected to solve or learn about the problem, reflect on their experiences and 
present the conclusion of their problem-solving process but they are not required 
to create a product as a result (Dole, Bloom and Kowalske, 2016, Hmelo-Silver and 
Barrows, 2006). Selecting an ill-structured problem is crucial for a successful imple-
mentation of PBL (Savery, 2006). An ill-structured problem is complex and can be 
solved in several different ways. Therefore, students need to consider different options 
and provide a clear argumentation for the solution they have chosen (Hmelo-Silver 
and Barrows, 2006). 
Student-centred learning derives from social constructivist theories (ibid), and in-
volves changes to students and teachers’ responsibilities compared to traditional 
classroom teaching (https://teal.ed.gov/sites/default/files/Fact-Sheets/6%20_TEAL 
_Student-Centered.pdf ). In PBL, the teacher’s role is not to communicate and trans-
fer knowledge but to facilitate knowledge building and coach the students in their 
learning process (Dole, Bloom and Kowalske, 2016). A requirement in PBL is that 
students take responsibility for their own learning, and the teacher’s interventions 
diminish as students progressively become self-directed learners (Hmelo-Silver and 
Barrows 2006; Savery 2006). 
Studies show that students who have learned from PBL curricula are better, compared 
to students who have learned from traditional curricula, at applying their knowledge 
to a problem. Furthermore, PBL can lead to a deeper and more sustainable learning 
that can be transferred to new situations and problems (Hmelo-Silver and Barrows, 
2006, Dole, Bloom & Kowalske, 2016). Despite the positive effects, it can be chal-
lenging to implement PBL due to standardised curricula and assessment. To ensure 
a successful implementation of PBL, changes in curricula, assessment and teaching 
methods are essential (Dole, Bloom & Kowalske, 2016).
To conclude, there are a lot of scientific papers devoted to the theoretical description 
of teaching methods. The detailed analysis does not allow to assume that some meth-
ods are better and others are less effective. In addition, teaching methods are ever 
changing, being reformed and developed. It is obvious that teaching and planning 
curricula need to be based on the teaching targets, students’ needs and expectations 
as well as the restrictions and limits of the environment and educational institutions. 
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A BRIEF DESCRIPTION OF EDUCATION OF THE CASE UNIVERSITIES
The Danish Partner institution: EAL
Lillebaelt Academy University of Applied Sciences (EAL) is a business- and practice-
oriented educational institution established in 2009. The Danish Ministerial Order 
creates a framework for all study programmes offered at EAL. The Ministerial Or-
der states that ‘the study programmes are based on up to date knowledge about key 
trends, which are of relevance to the profession that the specific study programme 
focuses on’. Furthermore, the study programmes are based on current knowledge 
gained from development work relevant to the profession a specific study programme 
focuses on (https://www.retsinformation.dk). EAL offers 30 higher educational study 
programmes at the AP- and BA level (https://www.eal.dk 1) at seven different facul-
ties. The study programmes range from 2 to 3,5 years’ full-time studies and follow a 
structure that applies to all academies in Denmark (https://www.eal.dk).
The study programmes include both theoretical and practical elements, and internship 
corresponding to 15 ECTS is mandatory (https://www.retsinformation.dk). Accord-
ing to surveys, students at EAL find their internship relevant in relation to their study 
programme, and they claim that it has improved their academic and professional skills 
and competences (https://www.eal.dk 3). Innovation is a keyword at EAL, and the 
institution’s mission is “We educate to innovation and growth in the business com-
munity” (http://ipaper.ipapercms.dk /EAL/strategy/EAL_strategy_2015_2017/). 
Therefore, EAL works with several innovation projects where students, academic staff 
and company representatives collaborate on a given topic. InnoEvent is one of many 
innovation projects implemented at EAL. InnoEvent is a method that aims at making 
students experience real demands from potential future employers and teaching the 
students about innovative processes in an international and interdisciplinary context. 
Surveys made during InnoEvents show that students have either gained or improved 
relevant competencies related to their industry and gained a better understanding of 
innovation and the importance of adapting to new procedures, as society changes 
through their participation in InnoEvent (Christiansen 2014: 78). 
At EAL, the combination of theoretical and practical elements is central, and several 
teaching methods are used. Lectures, group work and problem-based learning are just 
some of the methods that the academic staff uses in teaching. Problem-based learn-
ing is implemented by teachers but is also used during innovation projects, in which 
students, academic staff and companies collaborate.
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The Finnish partner institution: Mamk
Mikkeli University of Applied Sciences (Mamk) is a successful, economically thriv-
ing, award-winning educator of professionals. Mamk offers study programmes in 
seven fields of study. In total, there are 4,500 students on the Mikkeli and Savonlinna 
campuses, with a total of 350 staff members. The scope of degree studies is 210–240 
credits (ECTS), and the regular study time is 3,5–4 years. The degrees consist of 
basic and professional studies, practical training periods, project and final thesis. 900 
students graduate from Mamk each year with excellent skills and employment pros-
pects. Mamk applies research through research, development and innovation (RDI) 
activities. RDI activities take the form of projects or theses, and 30–60 projects and 
900 theses are carried out every year.
The continuous development of the quality of teaching, modern working-life learn-
ing environment, digitalisation of learning processes and lifelong learning through 
participation in international projects are features of the educational strategy of Mik-
keli University of Applied Sciences. Entrepreneurship and innovation are the target 
areas of the Department of Business Management at Mamk. Therefore, continuous 
development of innovative and entrepreneurship competences among teachers are 
critical for providing a top-quality education for Finnish and international students. 
Mamk teaches entrepreneurship, business and innovation for highly international 
groups of students in three degree programmes. The programmes include acquisition 
of practical knowledge, for example, through participation in international educa-
tional projects. In addition, in 2013, Mamk was selected as the best university of 
applied sciences (UAS) in Finland based on the indicators analysed by the business 
journal Talouselämä. Therefore, in order to preserve and strengthen the university’s 
high position in the Finnish education market, a clear focus on innovation education 
and the teachers’ competence development are required.
The teaching methods that are used at Mamk are mainly lectures, group works and 
projects. However, as a university of applied sciences, one of the tasks of Mamk is 
to serve the local companies and organisations by providing them with student and 
teacher resources. Therefore, Mamk has a strong and natural involvement of local 
companies and organisations in education, and students are provided with genuine 
assignments by and in companies (solving problems and completing assignments). In 
addition, Mamk focuses on the development of web-based pedagogy and the usage 
of technology and social media in teaching. The number of web-based courses has 
increased annually, and the teachers are used to virtual teaching. Mamk has set an 
objective that 20% of the courses are provided to the students as web-based courses 
by 2020.
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The Russian partner institutions: FTU and PPU
Saint Petersburg State Forest Technical University (FTU) is the first institution of 
higher education specialising on forestry in Russia. It was founded by a decree of 
Alexander I in 1803. Nowadays, FTU provides secondary, higher and post-graduate 
programs. In addition, FTU annually organises special courses for professionals from 
forestry, woodworking, pulp and paper and hydrolytic companies. The University in-
cludes two expert subdivisions: Centre of Expertise and International Centre of For-
estry and Forest Industry (ICFFI). More than 6,000 full-time and part-time students 
from 42 countries are studying at the eight institutes of FTU, including forestry, 
chemical technology and biotechnology, landscape architecture, forest engineering, 
forest management and economics institutes. Education is provided by qualified 
teaching staff. 67% of teachers have PhD degrees. The most important areas of scien-
tific activity include the development of wood composite materials technologies, of 
modern innovative techniques and methods of quality control at wood production 
sphere, of innovative organisation methods for forest transport infrastructure and 
forest industry logistics, development of new methods of long-term forecasting of 
insect pests and diseases outbreaks, and modelling of biological processes on the basis 
of genetic research for development conditions of intensive forestry and high-yielding 
forest culture.
Saint-Petersburg technological university of plants polymers (PPU) is the only higher 
education institution in Russia engaged in the training of multiskilled engineering 
staff for the pulp and paper industry and the energy sector. More than a half of the 
technical staff of the sector are PPU graduates. More than 4,000 full-time and part-
time students study in 63 Bachelor and Master training programmes, post-graduate 
courses. The history of the 85-year-old PPU has seen several generations of outstand-
ing scientists, teachers, who have prepared approximately 50,000 specialists for the 
key sectors of the economy.
Nowadays in Russia, the use of innovative teaching methods and interactive educa-
tional technologies is embedded in the educational standards. As a result, teachers are 
obliged to use them. In spite of this, the dominant teaching methods in Russia are 
lectures, individual practical tasks, work in small groups (usually two or three people) 
and counselling. 
In the Russian higher education system, which continues the traditions of the Soviet 
school system, the tendency for the teacher to transmit knowledge and for the stu-
dents to remain inactive recipients is very strong. Moreover, despite the conversion to 
the Bologna system, which started about 10 years ago, the educational process is still 
aimed not at forming competences, but at forming knowledge. This is why lecturing 
is the main and most popular teaching method in Russia. A significant proportion of 
all lectures have neither interactive nor active elements.
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Students in Russia perform a large amount of practical tasks in different forms (lab-
oratory works, case studies, training tasks etc.). However, these tasks are generally 
aimed at the obtaining of specific practical skills and are not considered as a possibil-
ity of forming group interaction competences. The practical tasks are usually given 
to the students individually. Due to this teaching method, the results and knowledge 
of each student can be easily estimated. At the same time, students do not develop 
communication skills that would be useful in their future work.
Work in small groups in Russian higher education institutions is mainly used for 
practical tasks requiring interaction, or when the teacher does not have enough dif-
ferent tasks for each student. This method allows students to complete the task by uti-
lising the potential of others. Working in small groups makes classes more dynamic. 
It enables developing communication skills, management skills and conflict man-
agement skills in a simple learning situation. Counselling is widely used in Russian 
universities. During a counselling session, the teacher answers the student’s questions 
and explains the elements of the course. Unfortunately, in Russian universities coun-
selling is rarely aimed at the student’s development. In exceptional cases, counselling 
can be focused on solving the student’s personal problem, for instance, if the student 
is facing problems related to balancing his/her studies, job and private life.
FINDINGS OF THE SURVEY
Data collection and analysis 
The survey was implemented in spring 2016 by using a self-assessment question-
naire. The questionnaire included five main questions, which had several statements 
each. Each of the questions had statements to be assessed on a scale from one to 
five. The first question was related to the important factors of teaching, the second 
question was related to updating teaching methods, the third examined the usage 
of different teaching methods, the fourth focused on the involvement of companies 
in teaching, and the fifth main question was related to the changes that the teachers 
have confronted during the last year. In addition, the questionnaire included open 
questions, in which the respondents could provide further information pertaining to 
their answers. Plenty of answers to the open questions were given and analysed but 
will be reported elsewhere.
71
Webropol survey links to the questionnaire were sent by e-mail to the partner uni-
versities’ NORU project coordinator, who forwarded them to their staff members. 
In addition, in the Russian partner universities, the answers were collected with pa-
per versions of the questionnaire. The survey results from the four universities were 
combined and analysed together by the partner universities. By the deadline, Mamk 
received 58 answers, EAL received 56 answers, PPU received 47 answers, and FTU 
received 42 answers (completed questionnaires).
The data analysis was commenced by first calculating the frequencies of the different 
values and the mean values for each statement, although the purpose is not to gener-
alise the results but to understand the findings. Next, the mean values for each state-
ment were presented as tables in order to compare the findings by the four partners. 
All in all, the comparison provides an understanding of the level of each aspect in all 
the four partner universities.
Important factors in teaching 
For the survey purposes, it was important to collect data about those factors that 
influence university teaching results. Therefore, in the first main question, six factors 
related to teaching results were included: learning methods, learning goals, content 
of discipline, approaches to students’ assessment, features of learning process and the 
level of teachers’ expertise. 
The largest difference in opinions across the HEIs can be seen in the opinions con-
cerning the significance of students’ assessment: the mean value for EAL teachers was 
3.39 points (minimum), whereas, for the respondents at FTU, it was 4.17 (maxi-
mum). The smallest distinction in the answer mean values between the institutions 
can be observed in the answers regarding the statements about the significance of 
learning process features (facilities, equipment etc.). The mean value ranges from 
4.53 points (Mamk) to 4.41 (EAL and FTU). Table 1 presents the findings by state-
ment category and organisation. 
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TABLE 1. The importance of different aspects of teaching according to the 
HEIs.
Mamk EAL PPU FTU 
n=58 n=56 n=47 n=42
Learning methods 4.31 4.21 4.21 4.60
Learning goals 4.53 4.09 4.42 4.60
Content 4.48 4.18 4.34 4.52
Assessment 3.91 3.39 3.45 4.17
Learning process 4.53 4.41 4.44 4.41
Expertise of teachers 4.50 4.21 4.64 4.62
Updating teaching methods 
The second category of statements included a statement about the use of up-to-date 
teaching methods (actual use of new methods) and a statement about the willing-
ness to apply new methods. The combined average for these two statements is rather 
high in all universities: 4.02 points for Mamk, 4.17 points for EAL, 4.23 points for 
PPU and 3.89 points for FTU on a scale from one to five. The frequency of using 
up-to-date teaching methods differs only slightly across the HEIs; from 3.78 points 
(minimum) at Mamk to 3.98 points (maximum) at PPU. Table 2 presents the find-
ings in detail.
TABLE 2. The updating of teaching methods
Mamk EAL PPU FTU 
n=58 n=56 n=47 n=42
I use current/up-to-date 
teaching methods 3.78 3.93 3.98 3.78
I am willing to try out new 
teaching methods 4.26 4.41 4.49 3.99
The usage of various teaching methods
In general, the teachers of each university assessed that they use lectures, group work 
and counselling the most. Furthermore, the teachers assessed that the events and 
flipped classrooms as teaching methods are used the least in their teaching. Table 3 
introduces and compares the mean frequencies of each teaching method between the 
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HEIs. On a scale from one to five, one means that teachers use that teaching method 
very rarely and five means that they use it very often.
TABLE 3. Teaching method usage
Mamk EAL PPU FTU 
n=58 n=56 n=47 n=42
Lectures 3.52 3.80 4.57 4.72
Group work 3.84 4.16 3.67 4.78
Counselling 3.66 3.84 3.90 4.64
Project-based learning 3.26 3.88 3.03 3.57
Events 2.31 2.45 2.75 3.07
Problem-based learning 3.26 3.93 3.09 2.83
Flipped Class Room 2.38 2.34 2.07 1.27
The Involvement of companies
According to the findings, the teachers agree that the involvement of companies helps 
students to develop their professional competences. Although this question did not 
indicate the actual involvement of companies, it shows how the teachers perceive its 
importance in teaching. On a scale from one to five, one means that the respondent 
strongly disagrees and five that the respondent strongly agrees with the statement. 
Table 4 reflects the views on the involvement of companies in teaching in the partner 
institutions.
TABLE 4. Involvement of companies in teaching
Mamk EAL PPU FTU 
n=58 n=54 n=47 n=42
The involvement of companies in 
teaching helps students to develop 
their professional competencies 3.95 4.33 3.84 4.28
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Changes in teaching
The last research question was related to the changes the respondents had confronted 
during the last year. They were asked to assess a set of statements on a scale from one 
to five, and to illustrate their degree of agreement with the statements (one = strongly 
disagree and five = strongly agree). The findings indicate that the greatest experienced 
changes have occurred at EAL, while the teaching at FTU has been the most stable. 
Table 5 introduces the findings in detail.
TABLE 5. Changes in teaching during the last year
Mamk EAL PPU FTU 
n=58 n=56 n=47 n=42
My teaching tasks have 
changed 3.17 3.77 3.64 2.34
My teaching methods 
have changed 3.55 3.79 3.25 2.29
Teaching environment has 
changed 3.09 3.09 3.61 1.76
SUMMARY AND CONLUSIONS
This paper introduces the findings of the survey which focused on current teaching 
methods in higher education. In spring 2016, a questionnaire was sent to the teach-
ers of the four partner institutions of the NORU project. Using a Likert scale of 1 to 
5, where 1 was the lowest and 5 was the highest, the respondents were asked to rate 
their degree of agreement with the statements presented in the survey. All in all, it can 
be concluded that the teachers who participated in the survey rated their answers at 
a quite high level. It is interesting that the differences of the teachers’ opinions at the 
different universities regarding each statement are not as significant as we expected. 
The results of the assessment of each factor vary by less than 1 point.
It is worth remembering that the results are the teachers’ perceptions on various 
aspects, they are not verified in any way nor are they based on any documents or 
testimonials. Therefore, cultural factors might be influencing the rating of the per-
ceptions. Nevertheless, the findings provide an insight into the aspects of teaching 
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methods at the NORU partner HEIs. It should be noted that in different coun-
tries teachers realise “up-to-date teaching methods” in different ways. For example, 
in Denmark, there is the official list of innovative teaching methods, while in Russia, 
only teachers themselves decide whether their methods are new or traditional. The 
respondents may have incorrectly evaluated the degree of novelty of their methods. 
When interpreting the results, we took into account the average values, but not the 
spread values.
We hope that the results of the survey and the international cooperation in conduct-
ing the survey will have a positive influence on the teaching processes in different 
educational systems, including traditional systems (such as the Russian system) and 
innovative systems (such as the Danish and Finnish system). In addition, the results 
of the survey and the research article could be considered as a basis for dissemination 
of innovative teaching methods.
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Mikhail Nemilentsev, Pernille Christiansen, Peter Storm-Henningsen, Simon Lund, 
Svetlana Tereschenko and Tatiana Tereshkina 
INTRODUCTION
The subject of the present article is collaboration of higher-education institutions 
(henceforth abbreviated as “HEIs”) with enterprises. The article is written as the re-
sult of the international empirical research done by the Finnish, Danish and Rus-
sian partner HEIs. First, the theoretical aspects of university-business interaction, 
entrepreneurial universities and teaching entrepreneurship in cooperation with the 
industry are considered. In the second part of the article, the experiences from col-
laboration between educational institutions and companies or organisations in Fin-
land, Denmark and Russia is presented and analysed. Conclusions are made in the 
final part of the article concerning the intensity and effectiveness of the collaboration 
of higher education institutions with enterprises in the partner countries.
THEORETICAL FRAMEWORK
The characteristics of the university–business interaction
The problems of interaction between universities and businesses are discussed in 
many countries. It is recognised that the development of each country, in terms of in-
novation and productivity, is greatly influenced by the character and intensity of such 
interaction. University–Business Cooperation (UBC) is a relationship in flux, reflect-
ing issues specific to the transition from an industrial to a knowledge society (Study of 
University Business cooperation in the US 2013, 3). Nowadays, UBC is understood 
as a transformation from a dyadic university–business relationship, aimed at solving 
firm problems, sourcing new products or providing an outlet for academic research, 
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to a triadic university-industry-government relationship that maintains these objec-
tives, while incorporating new features, such as contribution to economic and social 
development at the national, regional and local levels, responsiveness to societal con-
cerns and new forms of student involvement in entrepreneurial activities (Study of 
University Business cooperation in the US 2013, 3). 
Universities are more and more expected to become the drivers of regional economic 
development, creating, increasing and spreading knowledge. This impact of universi-
ties is found in terms of both economics and knowledge transfer. The main forms 
of cooperation between higher education institutions and the business community 
nowadays are: cooperative agreements between private businesses and university de-
partments, growing collaboration in publications, connecting researchers from dif-
ferent organisational contexts, increasing mobility between higher education institu-
tions and industry as well as firms recruiting young people receiving advanced levels 
of training in universities. 
Cooperation between businesses and HEIs is influencing both sides and may increase 
the effectiveness of their work. Connections to industry can affect the development 
of HEIs. Such connections greatly influence the educational process through the use 
of different mechanisms, among which are: the creation of basic departments at the 
University and research laboratories at the enterprises, organisation of places of prac-
tice and the creation of educational laboratories, the participation of business repre-
sentatives in special courses, offering internships for HEI teachers, and joint develop-
ment of educational programs for students. 
The cooperation between businesses and HEIs can significantly impact the develop-
ment of enterprises. It increases the level of professionalism of the specialists of the 
enterprises in two ways: firstly, the enterprise may receive from HEIs more qualified 
specialists trained with their needs; secondly the continuous training provided by 
HEIs for the employees of enterprises will help to raise the quality of the human 
capital of the enterprises. 
UBC can benefit various stakeholders in ways described in table 1.
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TABLE 1. Stakeholders and their benefits from UBC (Adapted from: Study of 
University Business cooperation in the US 2013, 5)
№ Stakeholders Benefits received
1 Students Access to companies for internship programs.
Access to experiential and entrepreneurial edu-
cation as well as opportunity to have “real” pro-
fessional-life exercises.
2 Teachers Access to industrial research funding. 
Opportunities for organising consulting.
Opportunity to define the students’ competences 
in accordance with the industry’s needs.
3 University Improving the quality of education.
Flexibility in accordance with the needs of la-
bour market.
4 Business Opportunity to receive complementary exper-
tise that may be needed in the business. 
The possibility to hire skilled employees. 
5 Community Contribution to the economic development 
through events sponsored by businesses and 
organised jointly between universities and busi-
nesses.
Job creation, a more thriving entrepreneurial lo-
cal environment and increased tax revenues are 
also found to be important benefits to the com-
munity.
80
2.2 Entrepreneurial Universities
Entrepreneurial universities, according to OECD framework (OECD 2012), have 
been characterised by the following factors: leadership and governance; organisation-
al capacity, people and incentives; entrepreneurship development in teaching and 
learning; pathways for entrepreneur; university– business/external relationships for 
knowledge exchange; the entrepreneurial university as an international institution; 
and measuring the impact of the entrepreneurial university. 
In accordance with MacGregor (2015), an entrepreneurial university is an education-
al entity that practices effective leadership and governance, builds capacity incentives, 
represents and continuously develops entrepreneurship in teaching and learning, 
forms a culture of entrepreneurship, develops partnerships with its stakeholders and 
participates actively in the international market. To start with, HEIs, which include 
universities, institutes, universities of applied sciences and other educational institu-
tions, focus much on entrepreneurship and enterprise cooperation in their mission 
or vision statements (OECD 2012). An analysis of the major characteristics of an 
entrepreneurial university is presented below.
The first characteristic: Leadership and Governance 
To be called an entrepreneurial university, the HEI should have entrepreneurship 
as the key part of its HEI strategy (OECD 2012). However, it is not enough to put 
such a thesis in the HEI’s mission statement: the HEI’s various stakeholders should 
share the general principles of entrepreneurship and facilitate the development of 
entrepreneurial practices in the study curriculum and the HEI’s everyday activities 
(Barsony 2003). In order to increase entrepreneurial activities across the HEI, the 
HEI’s management needs to ensure the autonomy of its faculties and units. In ad-
dition, entrepreneurial universities serve as the locomotives of regional development 
and as bridge-building organisations between national and international educational 
organisations (Hofer & Poter 2010). 
The second characteristic: Organisational Capacity, People and Incentives
Entrepreneurial universities apply for external funding more often than more tradi-
tional HEIs (OECD 2012). As such, the entrepreneurial university’s financial strategy 
focuses more on the external stakeholders and sources of funding. Flexible use of re-
sources helps to develop more intensive activities across departments and even HEIs. 
Students and non-teaching staff members play a more decisive role. 
The third characteristic: Entrepreneurship development in teaching and learning
Apart from organisational changes and financial autonomy, the entrepreneurial uni-
versity should develop the methods of acquiring entrepreneurship-related knowledge, 
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skills and competences (OECD 2012). In particular, continuous increase of entre-
preneurial mindsets among the HEI’s students, teaching staff and non-teaching staff 
members is considered to be a critical success factor for the entrepreneurial university 
(Hofer & Poter 2010). Since entrepreneurship education is highly dependent on 
working life and market dynamics, students, staff members and the whole organisa-
tion of the entrepreneurial university need to be validated regularly. Otherwise, their 
activities risk becoming obsolete and thus being unable to respond to the current 
needs of working life and markets.
The fourth characteristic: Pathways for entrepreneurs
Pathways to potential entrepreneurship should be created and developed continu-
ously in entrepreneurial universities (OECD 2012). Such a process starts usually 
from university assistance to its students in opening up businesses and is supported 
by offering different opportunities for students to increase their knowledge about the 
entrepreneurship process (Hofer & Poter 2010). 
The fifth characteristic: Business and other external relationships for knowledge exchange
Entrepreneurship has to be also developed by the university’s external stakeholders 
providing as such access to industry and the community (OECD 2012). Communi-
cation with external stakeholders is to be continuous and open from both ends — the 
entrepreneurial university and its key partners (Barsony 2003). An entrepreneurial 
ecosystem can be formed as a result. 
The sixth characteristic: The Entrepreneurial University as an internationalised institu-
tion. 
The university becomes entrepreneurial simultaneously with going international 
(OECD 2012). While entrepreneurship can develop nationally to some extent, en-
trepreneurial universities are supported regularly by their international counterparts 
(i.e. external stakeholders) (Hofer & Poter 2010). The university acquires networking 
skills by participating in international consortia and its partner networks. 
The seventh characteristic: Measuring the impact of the Entrepreneurial University
In order to assess its performance dynamics, the entrepreneurial university should 
pass audits and external certifications regularly (OECD 2012). The arrangement of 
internal control is also important for the entrepreneurial university. 
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Teaching entrepreneurship in cooperation with the industry
According to (Dotrieaux 1996; Huber 2006; Wissema 2008), it is important that 
higher education institutions allow more complex and uncertain environments to be 
integrated in their teaching in order to give students the opportunity to work in inter-
disciplinary teams and expand their network during their studies. Such an approach 
will give students better competencies within entrepreneurship compared to tradi-
tional teaching, in which the frames of teaching are labelled as “certain” and “simple”. 
One way to reach a more “complex” and “uncertain” environment is through collabo-
ration between higher education institutions, companies and organisations in the lo-
cal environment, in which students are given the opportunity to experiment and test 
the theories they have been taught in practice-based activities, while they learn from 
the companies and organisations. It gives students the opportunity to continuously 
improve and gain new entrepreneurial competencies and adopt an entrepreneurial 
mindset. At the same time, students will get the opportunity to not only establish a 
stronger network with the companies and organisations they work with, but also help 
solve some of the companies’ or organisations’ challenges, while they may develop 
specific “know-how” with the other partners involved (Doutriaux, 1996). This kind 
of approach to teaching is what Wassima classifies as third-generation universities 
(Wissema, 2008). Compared to second-generation universities that focus on teach-
ing and research as their main objective, third-generation universities also focus on 
developing specific “know how”.
Such collaboration can, for example, take the form of a real-life workshop with com-
panies that provide lessons, consultancy, training jobs and internships. In turn, the 
professors at the HEI may arrange specialised university courses to the companies. 
Such partnership can be of mutual benefit for the companies, educational institutions 
and the students. (Doutriaux 1996).
METHOD AND DATA COLLECTION
The research method used in the article is mainly qualitative (Saunders et al. 2009, 
482–483). A set of questions was developed in a form of semi-structured question-
naire in order to interview enterprise representatives in Finland, Denmark and Russia 
to clarify the level, intensity and development of university–industry collaboration 
(Bhattacherjee 2012). The questionnaire questions were developed and translated 
into the project partners’ local languages. 
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Data were collected by means of the questionnaire designed jointly by Mamk, EAL, 
FTU and PPU. The first part of the questionnaire aimed at collecting so-called back-
ground information about the enterprises, their location, field of operation and busi-
ness form. In turn, the questionnaire’s second part was developed as a joint effort by 
the partner HEIs for identification of the interviewed enterprises’ development needs 
and concrete details of such collaboration. The partners had the right to amend the 
list of questions in the second part and make it sounder with the current situation 
of such collaboration in their countries. Since the level and nature of collaboration 
between HEIs and enterprises differs in Finland, Denmark and Russia, it was decided 
that a qualitative analysis of the interview results by each partner HEI would be 
performed separately. However, the partners shared the same principles of research 
analysis. 
RESULTS AND ANALYSIS
Experiences from collaboration between educational institutions and 
companies or other organisations in Finland
Eight Finnish enterprises located in the region of Mikkeli were interviewed for the 
study. All enterprises represent different industries, but they are all located in or near 
Mikkeli. Next, a short overview of the enterprises and their fields of operation is 
provided. 
• Tertinkartano is an enterprise in the field of tourism and restaurant business. 
• Anttolanhovi is another enterprise in the field of tourism and restaurant business, 
providing accommodation, restaurant and catering activities. 
• Osuuskauppa Suur-Savo is the regional member business in a larger cooperative 
that operates in retail, tourism, restaurant, car, bakery and service business. 
• Mikkeli office of Nordea bank acts mainly in the financial market. 
• Mikkeli division of Osuuspankki is another bank that acts in the Finnish financial 
market. 
• Palkeet is the government economic and HR service centre providing various 
services in the economic area.
• Metsäforest is a part of Metsä Group that operates mainly in forest procurement 
and forest services.
• Kaupunki lahjaksi [“city as a gift”] is a sole trader located in Mikkeli that produces 
gift vouchers, marketing, sales and other related services to its customers.
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The definition and effectiveness of collaboration between HEIs and 
enterprises
For all respondents, university–industry collaboration means that students get into 
contact to working life. In turn, cooperation with universities can be considered as 
creation of an employer profile and meeting of future employees. For the bank and 
forest sectors, for instance, it means forming connections with new employees and 
sharing knowledge of the enterprise with HEIs. Collaboration also means reciprocity. 
Collaboration is beneficial to both parties: the two banks, for instance, finds skilled 
and motivated staff for their vacancies and the students of HEIs write their theses and 
develop products or services as a part of their study process.
All the enterprises stress that the objectives for collaboration with HEIs should be 
quite concrete and promote regional visibility, awareness and international opportu-
nities. Otherwise, the effectiveness of the collaboration will lower in a long term. In 
addition, all respondents valued the role of students in developing such collaboration. 
The objectives for collaboration should be considered from the perspectives of the 
student, the HEI department and the enterprise. Collaboration is only possible if it 
is beneficial to both the HEI and the enterprise. In order to improve an existing col-
laboration, more concrete objectives and forms of collaboration have to be created. 
All respondents evaluated the level of collaboration with Mamk at the level of 4 or 
5, which is very good or excellent However, a broader selection of concrete needs for 
and a wider scope of cooperation should be considered.
The current and most effective forms of university–industry collaboration
The respondents reflected on different kinds of collaboration practiced together with 
students of universities of applied sciences: visits of student groups, lectures, job 
training, student theses, project work, work-related cases, corporate sponsorship etc. 
A summer job is a form of collaboration well-suited for students who wish to acquire 
more practical knowledge in the summer term. In conclusion, job training, student 
theses and projects were selected as the most effective forms of collaboration by the 
majority of the respondents.
Development of university–industry collaboration
One possible area of development is the timing of job training — high season is a 
better time for a student to train on the job and, in turn, for an enterprise to give 
more guidance. Another necessity is to reward collaboration for both students and 
the enterprise by giving, for example, study credits (ECTS). More assertive objectives 
and working with limited resources could be used for developing collaboration. HEIs 
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should react more quickly to different future trends and prepare their students to 
respond to these future challenges (e.g. software robotics). For instance, collaboration 
could be developed further by combining studies and work as well as by means of a 
digitalisation forum.
More concrete measures are required for better collaboration. The most effective 
forms of collaboration are study exercises, joint projects and work-related cases. It 
is quite important that the school representative and the enterprise have a common 
motive. Another critical success factor is the accessibility of human resources and 
their continuous development. In order to intensify university–industry collabora-
tion, course contents as well as the timing of job trainings need to be reconsidered by 
the enterprise together with the HEI. One significant driver of better collaboration 
is studying at work, which provides students with multiple opportunities to develop 
their learned skills in practice. In order to develop the collaboration, the enterprise 
should work jointly with the HEI for defining future business challenges and ways 
to manage them.
Experiences from collaboration between educational institutions and 
companies or other organisations in Denmark
Four interviews were conducted according to an interview guide. The interviews were 
conducted with companies and organisations that previously have been or currently 
are collaborating with EA Lilliebaelt.
• Izinga is a company that provides innovative IT solutions.
• Odense University Hospital is one of the major hospitals in Denmark.
• Study Bird is a former start-up company that existed from 2014 to 2015.
• Department of education and learning at the Municipality of Vejle.
Main Results
Based on the interviews, a few of the most interesting findings will be outlined. In ad-
dition, some quantitative data from the interviews have been extracted when relevant.
The interviewed organisations have all originated in collaboration with EA Lillebaelt 
with the main focus on idea generation workshops. The workshops have primarily 
been conducted with students’ input, while the company or organisation representa-
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tives have been the clients, and the lecturers have acted as the facilitators of the work-
shops. An example of such a workshop can be found in Christiansen (2014).
1. A win–win collaboration
Three of the interviewees stressed that it is important that a collaboration benefits the 
educational institution, their students and the company or organisation.
2. Tunnel vision
In two of the interviews, it was stated that many of the ideas put forward by the stu-
dents had appeared strikingly naïve, almost as if the students had had tunnel vision 
and ignored certain challenges, as they were not aware of them. This had also had the 
positive effect that it had freed them from practical considerations. As a result, it had 
given the students the possibility to tread new ground and find solutions that would 
have otherwise remained undiscovered.
3. Inspiration
The purpose of the workshops was primarily to inspire the organisations rather than 
to achieve tangible results. It is our overall experience that it is important to stress the 
fact that such workshops do not produce ready solutions, but instead ideas that need 
further development.
4. Bureaucracy and decision processes
It was emphasised throughout the interviews that heavy decision-making processes at 
HEIs and at the partner institutions or companies are a serious concern. In general, 
it was stressed the collaboration should be kept as simple as possible. Thus, heavy 
decision-making processes related to for instance financial matters and resource al-
location, in general, should not reach the level of strategic management.
5. Overall positive experience.
In the four interviews, the organisations stated that the overall experience of collabo-
rating with the HEI had been positive.
In general, they were interested in further collaboration and jointly developing the 
nature and framework of the joint efforts. An example was given by Mads Bo-Kris-
tensen from the Municipality of Vejle: the students’ knowledge could be exploited in 
the organisation by having the students arrange webinars on current topics of their 
special field for the employees.
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Discussion of the Danish way of university–industry collaboration
The overall positive feedback provided by the interviewees could be explained by the 
fact that former partners, who have experienced a successful process in a collabora-
tion, would be more inclined to participate in interviews at a later time. Therefore, it 
would erroneous to assume that the feedback given by the four interviewees can be 
generalised to apply to all organisations.
The experience reported on students’ tunnel vision may obviously be rooted in the 
lack of experience and competence on the students’ part. However, there might be 
alternative explanations for this impression. First, the way the partner representatives 
were involved in the workshops might have triggered this belief, as they could have 
encountered intermediate ideas, which deliberately were expected to be “unrealistic” 
as part of the creative processes. This feature is referred to by DeBono (1972) as 
“intermediate impossibles” and has become an overall feature of creative workshops.
Based on previous collaborations between EA Lillebaelt and organisations, it appears 
crucial to match the expectations of the different parties involved. The importance 
of a mutually beneficial workshop is the foundation for a fruitful process, in which 
ideas can be nurtured. Finally, it is of major importance to stress that it is the students 
and not the employees that participate in the workshops and therefore it is a learning 
process for everyone.
Experiences from collaboration between educational institutions and 
companies or other organisations in Russia
For this survey, 19 business representatives from 16 companies of different sizes op-
erating in Russia were interviewed. Four of the companies are large enterprises by 
the number of employees from 8,500 to 25,000 people. They operate in the fuel and 
energy sector and housing and communal services. The other companies are small, 
employing 17–55 persons, and operate in various fields: printing, medicine, produc-
tion and sales of forestry machinery, manufacture of hygienic products, services etc. 
Two of the companies returned several questionnaires filled out by managers at dif-
ferent levels.
The analysis of the survey shows that almost all the companies (15 of 16) have previ-
ously collaborated with higher education institutions, and the period of interaction 
lasted 3 years or more. Some firms collaborate with universities since their formation 
(several decades). The number of universities with whom the enterprises participate 
varies from 1 to 5. Only one firm, PONSSE, cooperates with 15 universities, situated 
in different parts of Russia. The companies’ understanding of cooperation with HEIs 
and its possible objectives are presented in table 2.
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TABLE 2. The companies’ understanding and objectives of cooperation with 
HEIs
Different activities considered as 
forms of cooperation with HEIs
Objectives of cooperation with 
HEIs (in the opinion of the busi-
ness representatives)
• creation of bilateral contractual 
relations
• scientific activities
• exchange of experience
• internships and practice of stu-
dents and teachers
• joint training of operators and 
technicians on logging machinery 
on the basis of educational institu-
tions trained on use of machinery
• recruitment
• writing research papers
• practice for students
• training for personnel
• selection of the personnel re-
serve
• practical training for teacher-us-
ers and students
• meeting other enterprises
• tours and presentations of prac-
tical workshops in divisions of 
the enterprise
• mutually beneficial cooperation
• preparation qualifier special at 
enterprise days at HEIs
• continuous training for the em-
ployees
• promotion of assortment log-
ging
• new product development
• recruiting a full-fledged expert 
with all necessary qualifications
• studying the Finnish experience 
in forestry, from  harvesting to 
finished products to improve 
competence of the company
• satisfaction with results
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According to the analysis of the answers of the business representatives, it can be 
stated that there are differences in how the companies view cooperation and the ob-
jectives of cooperation with HEIs. Very often, however, the answers to these two 
questions were the same. The frequency of various types of cooperation with HEIs, 
reported by the business representatives, is shown in table 3.
TABLE 3. The frequency of various types of cooperation with HEIs among the 
companies
Type of cooperation
Number of compa-
nies using the type 
of cooperation
Share of the com-
panies, %
excursions/visits of student 
groups
2 12.5
internships 2 12.5
practices 12 75
research conducted for theses 
by students
8 50
representatives of the compa-
ny participate in presentation 
of theses
2 12.5
joint projects 2 12.5
joint scientific research - -
representatives of the compa-
ny lecture at HEIs
2 12.5
working life cases from the 
companies are used in educa-
tional process
2 12.5
other forms 2 12.5
The analysis of the types of cooperation between the businesses and HEIs shows that 
75% of the companies are more oriented towards organising practice for students and 
more than 50% of the enterprises are providing students with material for writing 
theses. All other forms of cooperation are used by not more than 12.5 % of the en-
terprises. The quality of cooperation between the businesses and HEIs is estimated by 
the business representatives as either fairly poor or average (about 2,5) but all enter-
prises are very interested in continuing such cooperation and developing new forms 
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of cooperation. The most useful forms of cooperation with Universities by business 
representatives from RF are presented in table 4.
TABLE 4. The most useful types of cooperation with HEIs according to the 
business representatives
Types of cooperation
Amount of en-
terprises using 
such type of 
cooperation
Share of the enter-
prises, %
excursions/visits of student groups 2 12.5
internships 12 75
practices 14 87.5
research conducted for theses by 
students
7 43.8
representatives of the company par-
ticipate in presentation of theses
7 43.8
joint projects 6 37.5
joint scientific research 2 12.5
representatives of the company lec-
ture at HEIs
6 37.5
working life cases from the compa-
nies are used in educational process 
2 12.5
other forms - -
From the point of view of the business representatives, the most useful forms of co-
operation with HEIs are organisation of practices (87.5%), internships (75%), thesis 
projects carried out by students (43.8%) and participation of company representa-
tives in presentation of theses (43.8%). Businesses are willing to participate in the 
educational process of HEIs by giving lectures (37.5%). The share of the companies 
that consider joint scientific projects as useful both for the company and for the HEI 
is small (12.5%) but growing.
According to the surveyed business representatives, the development of cooperation 
between the businesses and HEIs should be based on the development of joint sci-
entific research and joint projects. The businesses in the Russian Federation are ready 
to offer production and research bases, organise places for practicing students and 
teachers, and hire more successful students. All the companies that participated in 
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the survey are optimistically looking forward to continuing cooperation with HEIs. 
Moreover, they would like to develop this cooperation and to make it more effective.
CONCLUSION
Collaboration of higher education institutions with the enterprise sector in Finland, 
Denmark and Russia is studied both theoretically and empirically in the present ar-
ticle. The criteria of university–industry interaction, characteristics of developing en-
trepreneurial universities and aspects of entrepreneurship-driven teaching are consid-
ered first in the theoretical framework of the article. The qualitative research method 
and the major principles of collecting data by means of interviewing sets of Finnish, 
Danish and Russian enterprises in Finland, Denmark and Russia respectively were 
given in the second part of the article. Due to the differences in the nature and level 
of cooperation of HEIs with businesses, research results of the Finnish, Danish and 
Russian partner HEIs were analysed complementarily. As for the general outcome of 
the conducted research, cases of effective cooperation between HEIs and the compa-
nies were reported in all three countries. However, the development needs in these 
countries are to be addressed in detail by the educational sector and industry in order 
to increase the truly effective types of collaboration. The practical value of the article 
is in its international analysis of university–industry collaboration.
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 8. WHAT IS INNOVATION
 PEDAGOGY?
Peter Storm-Henningsen, Iurii Zementckii and Mikhail Nemilentsev
INTRODUCTION
As innovation and creativity are increasingly introduced in various educational set-
tings, the importance of the question of innovation pedagogy, i.e. how to facilitate 
learning of the use and understanding of creativity and innovativeness in classrooms, 
seems to grow correspondingly. However, this issue is complicated by the fact that 
innovation and creativity might be interpreted differently at various educational in-
stitutions and by the fact that there might be significant differences between the 
didactical practices.
In this paper, some general features of innovation pedagogy are proposed. The pro-
posals are based on some conceptual considerations of innovation and learning, dis-
cussed epistemologically and with special attention to an example of the Russian 
approach. It is argued that there is a significant difference between learning processes 
and innovative and creative processes, and, finally, a few practical examples of innova-
tion pedagogy processes are provided to illuminate the matter.
INNOVATIVENESS AND CREATIVITY
It has often proved hard to understand the relationship between innovativeness and 
creativity (Styhre & Börjesson 2006). In many works on the topic, researchers’ defi-
nitions of innovativeness and creativity are rather ambiguous or based only on some 
particular approach or point of view (Tuominen 2006). Yet, it might be argued that 
on an elementary level, there is a consensus that innovativeness is an organisation’s 
ability to produce innovations, taking into consideration the organisation’s strategy. It 
involves both the willingness to innovate as well as the ability to create new and useful 
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ideas (i.e. creativity) and to implement them. Therefore, innovativeness and creativity 
have the same source or background, and concepts and constructs applied in innova-
tions could be useful in approaching creativity, and vice versa.
It is important to stress that innovativeness implies an ability to utilise innovations, 
as the concept usually involves value generation by implementing ideas. With this, 
however, comes a danger to confuse innovations with mere “gadgets”. Innovation 
starts with new ideas and applying new technologies, new methods and new ap-
proaches and, in the end, is realised as new techniques and products — the material 
embodiment of innovation. But this does not imply that whenever somebody uses a 
new gadget he is an “innovative person” or comes from an innovative organisation.
In relation to the considerations of innovation pedagogy, let us consider two areas of 
application of innovativeness and creativity that may attract special interest: manage-
ment and education or pedagogy. Firstly, innovation management and innovations in 
management are closely related but not quite the same. Innovation in management 
stands for anything that changes the way of management, which is different from 
the traditional modes of organisational forms and seeks to develop the goals of the 
organisation continuously (Michelman 2007). In turn, innovation management can 
be regarded as the process of managing innovation through the phases of innovation 
cycle (Downey 2007). Ideally, it is a continuing process, in which innovations in 
management provide more effective innovation management and conversely.
Classical approaches in most of the theories based on the management or business 
approach to innovation are commonly related to economical effectiveness (See e.g. 
Schumpeter 1983 or Christensen 1997). But in the case of pedagogy, this relation is 
not so obvious. Again, we face the problem that using new tools, techniques, tech-
nologies and methods are perhaps necessary but not sufficient to qualify as innova-
tiveness in pedagogy. In turn, learning environments with the continuously changing 
approaches to learning among educators and learners represent a playground for in-
novation in pedagogy (Lehto et al. 2011).
Concepts and translation: The case of the Russian point of view.
As any other country, Russia is faced in many scientific questions with the challenge 
of dealing with competing definitions of the same concept. An example could be a 
case in which, on one hand, there is an international term or a name, and, on the oth-
er, there is a differentiated local or national term for the same concept. In addition, 
there are also discrepancies in terminology between different languages, organisations 
and professional contexts.
In the Russian language, there are several words that mean more or less the same as 
innovativeness and creativity. These terms are very close but not equal and, thus, may 
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cause misunderstandings. In order to avoid possible misunderstanding, the following 
internationally acknowledged definitions for innovativeness and creativity are used in 
the present paper. In accordance with Porter (1990), innovation can be determined as 
a new commercialised way of doing things. Creativity is considered as the mere ability 
to come up with new ideas for creating or changing products or services (Amabile et 
al. 2005).
In Russian Federal law of education there is a separate article about innovativeness in 
the education system which is inextricably linked with experimental activities (Fed-
eral law of education in Russian Federation №273 2016). Also, much attention is paid 
to innovation in the new Federal educational standard. New trends in the Russian 
system provide support to innovativeness and creativity. They give teachers new op-
portunities and new problems and challenges. An innovative approach to teaching, 
for example, can help to deal with the lack of materials and equipment, new require-
ments, lack of direct motivation, lack of staff, increase in workload, new terminology 
etc.
Insufficient materials often lead to a situation in which the very adoption of mod-
ern techniques or equipment is associated with innovation pedagogy. For example, 
some teachers think that using the internet and presentations (Microsoft PowerPoint) 
during lessons is enough to be innovative. Often a classroom with a projector, inter-
net connection and a SMART board is regarded as the embodiment of innovation. 
Although the concept of the educational process remains essentially outdated, the 
increased pressure and limitations create real innovations. With enough will, any 
teacher could implement innovativeness in pedagogy by using creativity. For many 
Russian teachers, the true paradox is that the response to increased pressure is to 
maintain the traditional modes of teaching and a strict framework with a high level 
of formality. The description given in this paragraph reflects the authors’ personal 
opinions and, therefore, is subjective.
INNOVATION PEDAGOGY
The central issue is to define the nature of innovation pedagogy more accurately. We 
may begin by pointing out that innovation pedagogy is about learning and teaching 
innovativeness. It must be stressed that this does not imply that learning innovative-
ness should be the very same thing as learning about innovativeness, at least not in 
the sense of obtaining information about innovation theories. The reason is that the 
preferred result of using any kind of innovation pedagogy in practice is not students 
that have merely acquired some information about innovation or innovativeness on 
a theoretical level. Instead, the main goal is to have students of innovativeness to 
acquire a skill that makes them able to innovate and promote innovation with others.
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Hence, when considering innovation pedagogy, the main question is how people can 
learn to make innovations, and in turn, what kind of teaching would promote this. 
How do people build up skills that enable them to create new solutions and create 
value to their company or organisation?
There is another important, often over-looked point that is essential when it comes to 
the coupling between the concepts of innovativeness and learning. It has to do with 
the epistemological design of innovation processes and learning processes.
Innovation is about finding creative solutions and implementing them, whether they 
be novel solutions to problems or mere fulfilments of tasks or goals. This often in-
volves gaining new understandings of the old methods or perhaps of the identity of 
the group or organisation, but it is not the purpose of the processes! It is, at most, a by-
product. For instance, Spencer Silver tried to develop a new adhesive and created a 
product that could hardly bind several papers together. As a result of his innovative 
endeavours, the well-known Post-It notes emerged (Kawasaki 2015, 6).
Learning is, on the contrary, about obtaining further knowledge or understanding 
on a subject matter. This may involve a new way of thinking, as almost any theory of 
hermeneutics, from Schleiermacher to Gadamer (Porter & Robinson 2011) would 
predict, but it would not necessarily be enforcing substantial novelty of thought as in 
the case of Gregory Bateson’s (1973) categories of transformational learning (learn-
ing 2 or 3), where learning involves the unlearning of old knowledge. Hence, even 
though a new way of thinking and self-understanding might follow from a learning 
process, it is not the main purpose of that process! For example, by asking the specifying 
question “therefore, what?” it would be possible to develop an original idea further 
and arrive at much higher levels of understanding with respect to the development 
problem (Kawasaki 2015, 5).
Hence, we cannot reasonably expect that the process designs of learning (didactics) 
and innovation should be similar, nor that the processes providing the best new solu-
tions accordingly would be the ones best suited for learning. And the symmetrical 
hold, that we could on this ground not expect, that the best ways of learning innova-
tion would automatically be the best ways of producing them. It might accidentally 
be the case, though, as it is not ruled out in advance, either.
As a result, innovation pedagogy must be mainly about acquiring a skill. It should 
also involve acquisition of information, although the skill itself is not about acquisi-
tion of information. Hence, innovation pedagogics can not only involve learning 
skills by continuous practice, like when a craftsman learns his métier or when we as 
children learn to walk, but it has to involve an academic side as well.
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Alas, we may argue that if these two kinds of learning do not supplement each other 
when learning innovation, the competencies acquired by the student, would not suf-
fice in making this person able to innovate at any significant level. One leg of this ar-
gument is that if you do not have knowledge of innovative processes and group- and 
organisational behaviour, you are unable to orientate yourself as to deciding which 
creative tools and processes may take you to the solutions that you need.
The other leg of the argument is that if you are unable to deploy a philosophical at-
titude of playful imagination, curiousness and empathy, you will be unable to use any 
of the creative tools adequately, and even less to inspire your fellow group members 
to do so. Therefore, innovation pedagogy should involve theoretical learning as well 
as practical training and should, at the same time, be distinguished from the inno-
vation processes themselves. Hence, innovation pedagogy is not an epistemological 
enterprise in the sense that it is about creating knowledge of what knowledge is and 
how to obtain it in the first place. In other words, it is about obtaining information 
about how to do development and changes, and not about obtaining knowledge of 
knowledge.
Innovation processes, whether conceived linear or iterative, are often conceived as 
involving several stages or subprocesses in which the focus of the people involved is 
different from stage to stage and often, but not always, demanding a specific way of 
thinking. They might be brainstorms, calculations, research, evaluations, role-playing 
or graphic design of solutions and models. In some of these processes, very different 
ways of thinking are required. There are several classical ways to distinguish between 
various ways of thinking, the most famous of which are perhaps Robert Cooper’s 
(2011) distinction between “stages”, which are structured processes of development, 
and “gates”, which are merely selection modules and Edward DeBono’s, whose theory 
of the six thinking hats proposes six different temperaments that might be assigned 
to group members either collectively or individually during group work (DeBono 
1999). We might even argue that the presence of strong cultural or ethical values 
might be an obstacle to the creation of successful innovation processes, as such val-
ues could arguably be conceived as actively limiting factors of exercising creativity 
(Storm-Henningsen 2014).
In any case, gaining control of one’s way of thinking is an important skill that must 
be a primary target in applying innovation pedagogics. Aa key component here, how-
ever, would also be the ability to trust that the process you are participating in will 
take you where you need to go. To help innovators do this, there is very often an 
appointed facilitator, a skilled person that helps the group to perform the task they 
were assigned to (DeBono 1999). The facilitator needs to be able to understand and 
guide the group without directly obtaining the status of the expert in the group, 
since this would obstruct the idea creation in all processes, as instead of thinking for 
themselves, the group would simply ask the facilitator about what is right and what 
is wrong (Gauntlett 2012).
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The facilitator obviously observes the innovative process from the outside, while the 
participants view the process from the inside, a difference in perspective that is very 
often highly significant and sometimes even incommensurable. It might be argued 
that facilitating other people in becoming innovative might in fact be an important 
part of innovation pedagogics for two reasons, 1) a central part of innovation compe-
tence is not only the ability to explore your own creativity but to systematically to be 
able to set up surroundings and conditions that would help other people in becom-
ing innovative as well, and 2) the shift between being part of the innovative process 
and facilitating it from the outside, would help the student understand the process 
and the challenges and the possibilities of such processes much better, as these two 
perspectives from the inside and outside would be complement each other in the 
learning process.
The final aspect that should be mentioned is understanding the exploitation of the 
achieved novelty in terms of value creation. Since Joseph Schumpeter’s initial defini-
tion of innovation in 1934, there has been a focus on exploitation connected with in-
novation, which we referred to above as the management or business approach. This 
would to some extent demand the basic insight into how to create a business case or 
model (in the wide sense of how to generate and exploit value, as all innovation is not 
business innovation, as Schumpeter would claim).
As a part of this final aspect, making some kind of presentation that would target 
users or investors’ needs or interests would be imperative in learning innovation, as 
otherwise the innovation competency would be reduced to merely a competency of 
being creative, which, though important and difficult enough, does not suffice as in-
novation in the sense of creating novelty and thereby generating value.
To sum up, innovation pedagogy needs to involve the acquisition of a mindset that 
involves both knowledge of creative processes and the skill to be open to new ideas, 
even though they might falsify some pieces of previous knowledge. It also involves 
the acquisition of information and skills to plan, perform, participate in and facilitate 
innovative processes and finally the ability to exploit and present the novelty of new 
ideas in a way that meets the needs and interests of users, investors and other signifi-
cant stakeholders.
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INNOVATIVE TEACHING METHODS
A frequently used way to begin adopting an innovative mindset is to let the pupils or 
students experience creative processes “from the inside”. This consists of doing vari-
ous exercises, but it should be stressed that it is important to combine them with a 
theoretical introduction and, afterwards, an evaluation that relate to the experienced 
mechanisms during the exercises. The following part focuses on several innovative 
teaching and learning methods that foster creative thinking, bring up social, business 
and technological innovation, and contribute to development work in the setting of 
higher educational institutions.
Lego Serious Play as an innovative learning method
The core of Lego Serious Play as a method of learning is in its improved team perfor-
mance and hand-made constructive experience (Heikkinen & Nemilentsev 2014). 
Development of entrepreneurial capabilities of the individual is one of the method’s 
main objectives (Roos & Victor 1999). The method helps find answers to various 
design, social, business, technical and other types of issues. Lego Serious Play contrib-
utes to development of the individual’s improvisation skills, since the expected results 
of the game often remain unspecified (Brown 2010). In particular, the method is a 
game in which rules can be changed depending on the followed learning process and 
the development needs of the involved individuals. Additionally, active learning op-
portunities — by making rather than by observing or learning theoretically — feature 
Lego Serious Play. As such, it is the method of “making” the reality (Gauntlett 2012).
In terms of the outlined learning opportunities, Lego Serious Play can be character-
ised as having multiple advantages, or features that increase the innovative learning 
capacity of individuals (Heikkinen & Nemilentsev 2014, 21). First of all, the subjec-
tive opinions of participants are incorporated in the “constructed reality” by means of 
connecting Lego bricks into a meaningful story. Second of all, participants are usu-
ally put into small (up to 5 individuals) or medium-sized (5–10 individuals) groups, 
which requires reaching consensus over the construction process. Therefore, group 
needs regulate the individual needs of participants. Third of all, participants facilitate 
creation of new knowledge by means of developed prototypes of their ideas, products 
or services. 
Joint Gaming and Fuzzy-goal Games
Games played together by individuals can represent a powerful source of innovative 
learning, especially when final goals are redefined only in the process of the game (Ne-
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milentsev 2014, 58). Individuals can shape the learning environment by themselves 
(Chong et al., 2014). Ideas that contain a number of game elements and are devel-
oped by students in a class environment help them to increase their entrepreneurial 
capabilities and widen their creative mindset. 
Dealing with business, social or technological problems in its connection with the 
real-life activities of enterprises requires multi-field knowledge and competences from 
different research areas (Jones & English 2004). Therefore, participation of students 
from various study programmes as a single group in a creative game process represents 
a possible solution to the real-life problems. 
In accordance with the innovative explorative process, games are described through 
three consecutive and interrelated stages (Hamidi et al. 2008). The initial stage re-
quires identification of themes, ideas and information. The second stage aims at col-
lecting an evidence base and conducting experiments in order to exploit idea oppor-
tunities more deeply (Gray et al. 2010). Finally, at the third stage, the tested ideas are 
justified and narrowed down by the participants in the joint learning process. 
TAMS 
The TAMS method is a new method developed in a project involving educational 
professionals from two Nordic countries (Finland and Denmark) and Russia (Kak-
konen et al. 2014). The method helps to develop entrepreneurial behaviour of stu-
dents further (Gibb 2005). The method is valuable for development of both teaching 
capabilities of teachers and learning capabilities of students. The method is based 
on group work (5–7 students in each group) over a business case with the possibil-
ity to add necessary descriptive details of the company and its operational environ-
ment. The students need to divide managerial roles in the company and build their 
decision-making to respond to company needs. 
The TAMS method develops individual and group working skills, communication 
capabilities and interdisciplinary learning of the participating individuals. The stu-
dents and not the teachers become the active source of knowledge (Nugaard et al. 
2011). Within the frames of a specific management–leadership task, the participants 
need to distribute roles to act as a team and then to build a working process of col-
laboration in order to solve the case problem. 
102
Innovation Camps
Innovation camps are widely used in education as a method of learning and self-
development (IDEA Tools. Innovation Camp 2014). Innovation camps are usually 
driven by some innovation challenge that requires defining the problem, identifying, 
improving and assessing ideas, facilitating creation of a new business model, finding 
a proper solution, and self- or peer-evaluating the results. The participants follow 
guidelines of a facilitator and work on the stated challenge.
A 24-Hour Innovation Event in a Multicultural Environment
Students’ international experience, their multiple backgrounds and learning perfor-
mance can be improved through their participation in an innovation challenge — a 
camp that lasts one or several days without interruption. Continuous immersion of 
participants in the context and content of learning tasks at an innovation camp has 
certain key benefits. The 24-h challenge that involves international groups of students 
and is organised by Mikkeli University of Applied Sciences can be taken as an exam-
ple (Paasonen & Torniainen 2014). 
Innovation challenges help students improve their networking and communication 
skills, get familiar with other students’ educational and professional backgrounds, 
work in highly international teams and improve their entrepreneurial and intrapre-
neurial skills. 
Since participants are supposed to work continuously in one selected learning or 
working environment, careful planning of the learning process, learning tasks and 
overall infrastructure of the event seem to be critical (Shone & Parry 2010). In the 
course of time, representatives of the same group start sharing and complementing 
their intercultural experience, exchanging their life and study experiences with the 
other group members and promoting an organised and team-oriented way of learn-
ing (Moran et al. 2011).
InnoEvent — a method of learning work-related innovations
In order to improve the learning capacity of students and prepare them to work in 
their industry, the InnoEvent method was created (Christiansen 2014). Development 
of learning tasks is to be oriented towards meeting diverse business, social, techno-
logical and other types of needs (Wissema 2008). InnoEvent is based on the triangu-
lation of the educational sectors — technological and healthcare (Christiansen 2014, 
81). However, the method is not particularly limited to the aforementioned sectors: 
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on the contrary, InnoEvent is about triangulation of fields of knowledge, group ap-
proach to learning and creativity performance of highly motivated groups of learners 
guided by professional educators and industry representatives.
Community needs and company-related issues are taken seriously by the educational 
institutions in the preparation and implementation stages of the InnoEvent method. 
In a week, individuals develop social, technological and business innovations for the 
articulated needs of the commissioning companies (Christiansen 2014, 82). The 
method aims at developing students’ learning and communication skills, re-identifi-
cation of the social challenges and development of socially driven technological and 
business solutions.
SUMMARY AND CONCLUSION
The present paper reveals specific peculiarities of innovation pedagogy. Assumptions 
presented here are based on theoretical sources, practical experience and different 
approaches. The process of summation information brings new challenges and prob-
lems in the frame of structurisation. The logical chain here is conceptual analysis from 
the application of innovativeness and creativity in general to innovation pedagogy 
(it’s definition, features, reasons and goals) with particular examples of innovative 
teaching and learning methods received from several countries and tested at different 
universities. 
While much confusion on how to apply innovation pedagogy is due to the vagueness 
of the use of the central concepts, it is, at least to a certain extent possible to arrive at 
a sufficiently precise interpretation of such concepts, as to point out certain general 
characteristics as to the field of innovation pedagogics. First, innovative processes are 
not to be confused with their products. In this sense, innovation pedagogy should 
be more about how to be creative than about obtaining the newest technology, what 
is here termed as “gadget innovation”. Second, as innovative and creative processes 
are epistemologically different from learning processes, learning creativity cannot be 
done solely by practicing creative and innovative processes. Instead, it should be sup-
plemented by an element of theoretical learning. Third, the practicing leg of innova-
tion pedagogy, where the students are trying out innovative and creative tools and 
processes, should comprise both the role of a participant, where such processes are 
experienced from the “inside”, as well as the role of a facilitator, where the processes 
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are experienced from the “outside”. Fourth, there are several ways to begin practicing 
innovative pedagogy. One of the best ways is to arrange workshops or camps, where 
lecturers and students can get acquainted with the different features and challenges 
of intensely working with innovation and creativity. Other methods of introducing 
novel thinking to the classroom include the TAMS method, gamification and tools 
like Lego Serious Play.
Although we have here offered an interpretation and starting point of innovation 
pedagogy, there are, of course, many unresolved questions that might present them-
selves to any teacher or scholar whose occupation touches upon innovation pedagogy. 
One of them is the question about differences and joint moments of innovativeness 
and creativity. How much creativity is there supposed to be in innovation, if any? 
To this question, many different answers can be found in various textbooks, some of 
which even vary from the basic definitions proposed here.
Another question is  how you can exactly learn and teach innovation. What kind of 
knowledge and skills should be taught? A central issue here may be the mindset of the 
students and teachers. What kind of mindset is required?
The last, possibly central question is how the physical and organisational contexts 
affect learning. Is it important to create special physical surroundings (such as in-
novation laboratories) in order to teach innovation. And to what degree, if any, do 
you need a decentralised organisational context, encouraging initiatives and entrepre-
neurship? 
Questions such as these, and many more, are central when further development and 
implementation of innovation pedagogy are attempted. The answers provided here 
are, therefore, not definitive but instead considerations to aid future reflections on 
both the theories and practices of this growing academic field.
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 9. A PILOT PROJECT ON 
 GAMIFICATION IN ACCOUNTING
Anna-Liisa Immonen and Kristiina Kinnunen 
INTRODUCTION
The purpose of this paper is to describe the piloting of gamification used in account-
ing in the Department of Business Management at Mikkeli University of Applied 
Sciences (Mamk). The idea of developing an application and combining gamification 
with accounting was an outcome of a reflection related to a co-teaching method used 
in the course of cost accounting taught by the authors. Furthermore, an important 
objective of using the application as a teaching tool was to better motivate the stu-
dents to learn this topic as well as to use an innovative method in teaching. The ap-
plication was made in collaboration between the authors, who work as lecturers at 
the Department of Business Management, and three interns from the department of 
Information Technology. So far, the application has been created and tested by the 
interns and the lecturers, and the introduction in teaching will be in November 2016. 
All in all, this paper presents the planning, creation and testing stages of the applica-
tion, describes the collaboration between the different participants of the project as 
well as introduces the intended use of the application in teaching.
THEORETICAL PART
In the strategy of Mamk (2013), the vision of the year 2020 emphasises fresh open-
ings, experimentation and transcending boundaries as core values related to creativ-
ity. Gamification is one way to implement these values in education. According to 
Deterding et al. (2011), gamification can be defined as the use of game elements in 
non-game contexts. Further, gamification does not necessarily require software but it 
can be viewed as an approach to create a game-like experience in practice. Gamified 
applications usually use several design elements from games but are not built to be 
full-fledged games. 
108
Gamification is applied in various contexts such as education, finance, health and 
sustainable development (Deterding et al. 2011). Hamari et al. (2014), state that 
gamification has shown considerable potential in educational settings as the learning 
outcomes of gamification have been mostly positive. These results refer to enhanced 
motivation and engagement in the learning tasks as well as enjoyment over them. 
However, the effects of the gamification are dependent on the context being gamified 
as well as on the users using it. 
Co-teaching can be defined as a teaching model in which two lecturers work together 
with groups of students sharing the planning, organisation, implementation, evalua-
tion as well as the physical space in teaching (Bacharach et al. 2007; Wenzlaff 2002). 
Sandholtz (2000), divides team teaching into three different categories, where the 
first type covers only slight sharing of responsibilities between two or more lecturers, 
the second type includes joint planning but separate instructions and the third type 
comprises shared collaboration in all aspects of teaching. Perry and Stewart (2005), in 
turn, classify team teaching based on the level of collaboration between lecturers. At 
the lowest level of collaboration, the lecturers may plan the generic content together, 
but the courses are taught and evaluated separately, whereas, at the highest level, the 
collaboration covers joint planning, teaching and evaluation of the course. In prac-
tice, team teaching usually occurs between these two extremes of collaboration.
Co-teaching is applied in the Department of Business Management at Mamk in 
several different ways and the level of collaboration varies depending on the method 
used. The most commonly applied method is the one where two lecturers teach the 
same course for different study groups. Other co-teaching methods used are the rota-
tional model and the dispersed model. (Immonen et.al. 2015.)
FIGURE 1. The continuous development process of co-teaching.
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Figure 1 illustrates the process of ongoing development used in all the courses in 
which co-teaching is applied. The co-teaching methods used in Business Manage-
ment education are based on continuous development, in order to enhance the high 
quality in both teaching as well as learning. All the stages of the process are crucial 
from the point of view of improving the professional competence of the lecturers, 
as well as supporting the overall learning outcomes of the students. (Immonen et.al. 
2015.)
CASE DESCRIPTION 
The idea to combine gamification with the implementation of cost accounting course 
in Business Management education at Mamk was discussed already during previous 
academic years. The cost accounting course has been implemented by using a co-
teaching method, in which two lecturers share the same teaching strategy and plan 
the content for different study groups. This co-teaching method was used during 
two academic years, and, as an output of the lecturers’ reflection, they came up with 
the idea of using gamification as one of the pedagogic methods in the course. The 
purpose of using an application as a teaching aid was to better motivate the students 
in learning this topic as well as to use an innovative method in teaching. Thus far, 
accounting has been taught by using traditional methods, and an application enables 
teaching in a digital learning environment, which is also emphasised in the strategy 
of Mamk. 
The possibility to develop the application was discussed with a colleague at the De-
partment of Information Technology in the spring of 2016. It turned out that the in-
terns of the IT department were able to include this kind of project in their schedule 
during the summer time. The joint application project is a new form of collaboration 
between the Business management and the Information Technology departments, 
which hopefully leads to similar opportunities between the departments in the future.
The profitability of a company and cost-volume-profit analysis were chosen as the 
topics of the application. In addition, one of the technical requirements for the ap-
plication was that it can be used on different devices (PC, tablet device and mobile 
phone), in order not to be dependent on the learning environment. At the first stage 
of the development, the business environment was selected, and an imaginary com-
pany was created, which was chosen to be a pizza house. The lecturers thought that 
the students would be familiar with this kind of company and business environment 
already and, therefore, it would be easier understand and analyse the profitability of 
such a business. 
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The next stage was to gain understanding of the business operations of a real pizza 
house, including detailed information related to location and premises, employees, 
raw materials, assets and cost structure. It was decided that three different types of 
pizza houses would be included in the application, of which the first is a luxury pizza 
house located by a sea, the second a downtown pizza house, and the third a low cost 
pizza house located in a suburb. The planning continued with the creation of an Excel 
file covering detailed cost structures in the different types of pizza houses, and a cost-
volume-profit analysis was made based on the calculations. As figure 2 presents, the 
application can be used on PCs, tablets and smart phones.
FIGURE 2. The application activated on different devices.
The development of the application started with a meeting with three interns of the 
Department of Information Technology with the purpose of sharing the idea of the 
application and going through the Excel file in detail with them. The interns were not 
familiar with cost–volume–profit analysis and the lecturers did not have the knowl-
edge required to create such an application so it was crucial to arrive at a common 
understanding of the requirements and possibilities of the project. An open-minded 
attitude and willingness to try innovative cooperation were needed from both parties. 
The development continued with regular meetings and discussions between the in-
terns and the lecturers. The original business environment was simplified, as it turned 
out to be too complex from the learning point of view.
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The interns worked with the application in a demo environment and reported the lec-
turers about progress of the development, after which the lecturers tested the applica-
tion, updated the Excel file and informed the interns about the needed changes. The 
visualisation of the application was mainly designed by the lecturers, but otherwise 
the application was made by utilising the expertise of the lecturers in cost accounting 
and the coding skills of the interns. All in all, the cooperation was very fluent, infor-
mal and efficient during the whole process.
USING THE APPLICATION IN TEACHING
The course of cost accounting runs through the autumn semester 2016, and the topic 
of cost-volume-profit analysis is taught during the last part of the course. There are 
two groups of second year Business Management students studying the topic of cost 
accounting, and the lecturers have planned a common schedule for both groups and 
use the same assessment criteria in both groups.
According to the teaching strategy of the lecturers, the basics of cost accounting and 
the theory of the cost–volume–profit analysis are taught before moving on to use 
the application in learning, as it is important to understand the theory behind the 
analysis before applying the knowledge in practice. The application is used to deepen 
the students’ knowledge and to achieve better learning outcomes when analysing the 
profitability of a company.
At this point, the purpose of the application project was to develop and pilot a sim-
ple tool to aid students in learning the basics of cost–volume–profit analysis and to 
test gamification in teaching of cost accounting. There are several stages in the pizza 
house game, such as orientation, selection of premises, hiring employees, choosing 
the price of pizzas and information of variable and fixed costs, occasional incidents 
and the outcome of sensitivity analysis. The player is instructed through the game, 
and the choices made as well as the occasional incidents affect the sensitivity analysis. 
The occasional incidents may include, for example, a decrease in sales volume due to 
a new competitor or extra sales due to a nearby festival.
The application is included in teaching for the first time in November 2016. The 
purpose is to gather feedback and development suggestions from the students right 
after the classes in which the application is used in order to further develop the ap-
plication in a user-oriented way. All the feedback will be used in the development of 
the application or in similar projects in the future.
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CONCLUSIONS AND DISCUSSION
The lecturers are satisfied with the outcome of the project, considering the short time 
for planning and implementation of the pilot application. Furthermore, in spite of 
not having co-operated together with the interns before nor knowing each other’s 
field of expertise, the lecturers and interns were able to easily find a common way to 
communicate. The interns have expressed their perspective of the project in a blog, 
in which they describe the technique and theme used in the implementation, and, 
from the learning point of view, they emphasise especially the value of an authentic 
customer contact and communication.
Although this is a good start in increasing digitality and gamification as a pedagogic 
method when teaching accounting, the application itself requires further develop-
ment. The lecturers already have some ideas how to improve the application. The 
gamification of the application could be increased, for example, by adding more ran-
dom incidents that may influence business operations outside of the pizza house and 
by increasing the number of different types of employees and their capacity related 
to working hours. These kinds of improvements would make the business environ-
ment and analysis more complex and closer to the real world. However, the current 
and easier version of the application should be kept simple for teaching the basics of 
cost–volume–profit analysis and the changes mentioned above would comprise an 
advanced level of the application. The lecturers are motivated to continue the devel-
opment process of the application in case it is possible to allocate resources to this 
kind of collaboration between departments.
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 10. INNOVATIVE METHODS IN
 FORMING GROUPS AND PAIRS IN
 THE EDUCATIONAL PROCESS
Sari Toijonen-Kunnari and Mikhail Nemilentsev
INTRODUCTION
In the present article, innovative non-standard methods in forming student groups 
and pairs piloted in the Business Management (BM) department of Mikkeli Univer-
sity of Applied Sciences (Mamk) are introduced. For the purposes of the article, a 
student group is defined as comprising a minimum of three students, while a student 
pair is composed of two students. First, pair and group formation processes will be 
considered from a theoretical viewpoint followed by the description of pilots (i.e. 
practical cases) of innovative methods in group and pair formation organised by the 
two senior lecturers in the BM department at Mamk. Practical discussion of the two 
pilots as well as the general conclusions will be made in the final section of the article.
PROCESS OF GROUP FORMATION FROM A THEORETICAL PERSPECTIVE
It should be pointed out that each pair or group can be viewed as a complicated 
living organism having its specific history, present and future. Formation of pairs 
or groups is thus a continuous process that does not always follow the principles of 
linear development (van Villet 2014). By the process of group or pair development, 
one can consider how a group or a pair works together. In particular, the following 
areas of such a process need to be viewed in greater detail: communication, structure 
of the meeting, leadership, decision-making process, and problem solving (Napier & 
Gershenfeld 1999). Above all, a pair’s or a group’s development depends on the way 
its members communicate internally as well as externally.
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The degree of openness of communication inside a group, for instance, influences 
the overall productivity of the group (Oakley et al. 2004). Another critical area is the 
meeting structure. Both the frequency of group meetings and their efficiency (i.e. 
possibility to discuss and work on the maximum amount of points on the meeting 
agenda) are to be evaluated by group members. Leadership is the third important area 
in group or pair formation. Prior to establishment of a group or a pair, its members 
have to discuss who will have the ultimate power in decision-making and, conse-
quently, the greatest responsibility for the success of the group or pair. The fourth 
critical area is the decision-making process itself. In particular, the members of a 
group or a pair need to agree upon the routines of reaching an agreement and choos-
ing the final decision from a number of alternatives. The fifth and final significant 
area in the process of group or pair formation is problem-solving, that is, the readi-
ness of members of a group or a pair to face interim challenges and transform them 
into opportunities (Robbins & Finley 2000).
Being a living organism, each pair or group has several internal boundaries that can 
be used for analysing the productivity of a pair or a group or comparing groups (van 
Villet 2014). Pairs or groups can be compared by age, i.e. how long ago they were 
formed. Long-lasting groups or pairs are generally considered as more stable and 
more productive (Cartney 2006). Another internal boundary is the experience and 
knowledge of a pair or a group: members of a pair or a group possess different knowl-
edge and different levels of skills. Groups or pairs can be also analysed by the degree 
of their openness and competition. Open groups are as a rule less competitive and 
more willing to establish collaboration with other groups.
The level of intra-group or intra-pair competition, however, does not directly indicate 
the degree of consensus but rather it may indicate the degree of ambition of all or 
some members (Robbins & Finley 2000). Open groups or pairs usually express their 
needs and feelings openly, which is another significant internal boundary (Waite & 
Davis 2006). The productivity of a group or a team can be also analysed with respect 
to the homogeneity of its members’ skills (Oakley et al. 2004). The nature of group or 
pair work quickly shows whether the members’ skills are complementary (i.e. similar) 
or contradictory (i.e. different). In the course of group or pair development, members 
increasingly experience safety and support from one another, which are two other 
important internal boundaries used for intra-pair or intra-group analysis.
Both groups and pairs go through various development stages. These stages are prac-
tically universal to all human kind (i.e. living organism) varying by its duration and 
intensiveness (Schein 2010). The first stage is called dependency, during which the 
members of a team or pair try to be safe, structured and coordinated. All members 
primarily feel as necessary to stay with their group or pair, suppress their individual 
wishes and pursue the ultimate objectives of their group or pair (Cartney 2006). At 
the next stage, called counter-dependency, the members of the group or pair behave 
like fragments of the previous whole allowing their individual and often contradic-
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tory characteristics to become visible (Robbins & Finley 2000; Schein 2010). At 
the third stage called cohesion, the members of the previously fragmented group are 
once more eager to share every part of their lives with their peers in the group or pair 
(Waite & Davis 2006). The fourth and last stage of group development is interde-
pendence, which entails that all the members work for the collective good rather than 
towards personal advantages. The stages of group development can be compared to 
life stages: dependency to childhood, counter-dependency to adolescence, cohesion 
to early adulthood, and interdependence to maturity (Schein 2010).
PILOTS OF INNOVATIVE TEACHING METHODS OF GROUP AND PAIR 
FORMATION AT MAMK
Analysis of pair formation at Mamk
According to Bottas (2010), pairs can be formed with the aid of different-coloured, 
around 1-meter-long twines. Approximately one twine is needed for every pair, e.g. 
for 40 people 20 twines are needed. A leader is chosen to hold the twines. The leader 
stands in the middle of the room, holding the twines in the middle. The other stu-
dents gather around the leader and each catch from an end of a twine. When every-
one is holding a twine-end, the leader releases the twines and the students pull gently 
to see, who is at the other end. After forming the pairs, the students return the twines 
to the leader.
According to the experiences of those who have participated as leaders in the pilot 
and the students’ comments, the method works best with a small group because the 
twines don’t get tangled as easily and not a lot of space is needed. If the group is large, 
the method can be difficult to use indoors and in classrooms. The students stated in 
their feedback that the twines could be thicker, longer and all same colour. They de-
scribed the method with the following expressions: ‘nice’, ‘fun’, ‘different’, ‘exciting’, 
‘confusing’ and ‘with a large group, it was a little mess’.
This method was used for the new students’ “speed dating” at the orientation week. 
With 20 twines, a pair was found for 40 people. New pairs made two lines. They 
talked on their speed dates for approximately one minute, after which the leader 
whistled and the students took two steps forward and started over with a new partner.
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FIGURE 1. “Speed dating” of the new students in the orientation week at 
Mamk (photograph by Mira Saloniemi)
On the orientation week, 20 student pairs were formed with the twine method. With 
a total of 40 people, this required a large yard area. For a smaller group, this could be 
done in a class room.
Using pictures to form groups
In another pilot, a group was divided into smaller groups using puzzles consisting 
of images according to Bottas’s (2010) instructions. The pictures were chosen on the 
grounds of awakening emotions and relatedness to the group members’ lives. The im-
ages were laminated and cut into three pieces in order to form groups of three. The 
pieces were put into a basket.
Before the leader started dividing the group into small groups, the leader counted 
how many students there are and made sure that there are enough pictures. The 
group’s task was to find out which things were unclear to the new students in the 
end of the week. The group’s leader walked in the classroom with a basket and asked 
the students to take one piece. After everyone had taken a piece, they started walking 
around the room to find matching pieces. Small groups of three students with match-
ing pieces were formed. After all the pieces had been distributed and all the groups 
had been formed, the students started talking. In this case, the groups talked about 
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things that were unclear to them and decided what to ask in the common discussion. 
After five minutes’ conversation, the small groups had the opportunity to ask the 
group’s leader questions.
In this case, the students also wrote feedback on a flipchart. They described the meth-
od with the words ‘good’, ‘different’, ‘effective’ and ‘prompt’. One major benefit in 
this method was that it mixed the large group well and helped the students get ac-
quainted with each other.
Forming groups by using animal figures
In this exercise, groups were formed by using animal figures. 40 people were divided 
into 10 groups of 4, and to achieve this, the leader of the exercise needed 40 figurines 
of 10 animal species. The figurines were put in a basket, and each student in turn 
picked up a figurine. Each student looked for the figurines of the same species as 
theirs and, thus, each species formed a group.
A problem encountered with this method was that some of the species used were too 
similar. For example, distinguishing between a goat and sheep was challenging. The 
number of group members was not divisible by four and consequently one group had 
only two students. In this exercise, however, it was not a problem.
Practical implications of group formation at Mamk
Several innovative methods of group formation were piloted in the study curriculum 
of the international Business Management programme and interdepartmental work 
with international students. The following methods will be discussed in greater detail: 
team identity, logo, card triangles, silence is golden, and machines. The original ideas 
regarding the use of such methods in business activities were developed by Miller 
(2015). However, application of the methods and their further development in line 
with the learning objectives of the international students at Mamk was done by the 
author. These methods are well-suited for students that meet for the first time and 
do not know each other very well. The methods described below help a group to 
strengthen the group spirit, solidify students and learn the students’ personal and 
group characteristics required for formation and further development of the group.
The first method is called team identity, in which the student group was first divided 
in smaller groups called teams (3–5 members in each team). The task for each team 
was to make a statement about the team’s identity in about 10 minutes. The students 
were given some examples of how they could make their statement: a short play (no 
more than five minutes long), picture, series of pictures, song, poem, mime, or any 
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combination of the above. As a result, some teams presented the statement about 
their team identity by singing and others by playing a game they had developed.
The second method is called logo. Each team (3–5 students in each team) had ap-
proximately one hour to design a logo for their team with the following conditions: 
the design must be unique, any materials available may be incorporated into the 
design, and the design must be radically different from any previous or present logo.
The third method is called “card triangles”, and it is about the students’ ability to 
participate in negotiations effectively. The idea is to barter the missing card triangles 
from the other teams as quickly as possible pursuing the team objectives and strategy 
developed during a short planning stage. In the pilot, a student group was divided 
into eight teams of three or four members. Each team received an envelope con-
taining triangles of playing cards of different suits (i.e. clubs, diamonds, spades and 
hearts). Each card was cut into two equal triangles. The teams had about 5 minutes 
to check the available card triangles and develop a strategy for bartering (i.e. trading 
without using money or money equivalents). Bartering itself lasted 10 minutes. The 
winning team was the team with the largest number of complete cards by the end of 
bartering. Bartering was considered to be a part of the negotiation process practiced 
by the student teams. The success of a team can be assessed by the willingness of the 
other students to trade with the team, by the negotiation tactics used during barter-
ing and by the necessity to change the team’s strategy during the game. Each team 
also needs to understand which skills are the most essential for winning the game. 
Finally, the students practiced effective use of time, information and resources during 
a negotiation in a typical work situation.
The fourth piloted method is called silence is golden. This method is designed for 
improving the level of communication between group members, in particular non-
verbal communication. The original group of students was again divided into smaller 
teams. The objective of the teams was to draw a picture illustrating their ideal work 
or study environment without uttering a word during the whole process. Each team 
consisted of six participants. Flipcharts were given to all the teams in order to draw 
a real obstacle a work or study organisation may face. Speaking was not allowed dur-
ing the task (for approximately 10 minutes). After completing the task, the teams 
presented their ideas to the rest of the group. The following aspects of the learning 
process were assessed in the task: common features of all drawings in the group; 
communication methods within each team; accuracy and productivity of non-verbal 
communication; and examples of work implications discussed by each team.
The fifth method is called Machines, and it refers to an activity in which team mem-
bers construct human machines. Students learn how to create customer-driven prod-
ucts and be fully involved in a development process. In the pilot, the whole student 
group was divided in smaller teams of 6–10 members. Within 6 minutes, the student 
120
teams were supposed to design and build a human machine with one important 
condition: all the members of the team must represent parts of the machine. In the 
end, each team demonstrated its machine to the rest of the group. The following 
issues were discussed in the task: how to decide the machine together; how to solve 
disagreements in the team; how to come out of the comfort zone in order to complete 
the assignment together.
DISCUSSION AND CONCLUSION
Grouping is a process the purpose of which is to increase the sense of security of 
members of a new group in different ways. The group leader’s expertise is a significant 
factor affecting the decision how much time can be allocated to increasing the sense 
of security. The degree of sense of security can be defined on a scale T1–T8. The pur-
sued degree should be defined according to the group’s needs. At teaching situations, 
reaching level T5 (frank) or T6 (accessible) is recommended. The levels are suggestive, 
and the leader must assess which degree is best to aim at. (Aalto 2000, 69–70.)
Constant positive feedback on a group’s performance from the leader is necessary. In 
a school environment, students need to know the various skills and features by which 
their performance will be evaluated and scored. There are a lot of aspects on which 
it is good to give feedback. These include, for example, listening skills, positivity, 
responsibility, patience and ability to control one’s feelings. In facing problems, it 
is very important to solve the problem properly and to identify and let out negative 
emotions. This increases the sense of safety and a good atmosphere. The attitudes 
towards other group members are also essential in increasing the sense of safety. The 
actions of group members are important when others are opening up and talking 
about their problems. If someone expresses oneself and others disparage the person, 
the degree of safety is not very high. (Aalto 2000, 70–76.) 
The leader’s role in a safe group is important. In a good and safe group, the leader is 
natural in their role and is appreciated by the members. A good leader can see the 
needs of the group and change the habits of the group depending on the situation’s 
requirements. Without direction, it is difficult for the group to function. It is the 
leader’s responsibility to lead the way and help the group make decisions. The leader’s 
task is also to acquire the resources required by the group and share his/her knowl-
edge. The leader does not have to do everything by him/herself. With clear instruc-
tions, tasks can also be divided. Giving feedback to the group is important. Only 
by receiving feedback, the group knows where they have succeeded and what needs 
improvement. When the group knows their mistakes, it is easier for the members of 
the group to improve themselves. (Kopakkala 2011, 88–89.)
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It is natural that a new group is cautious in the beginning. The leader must respond 
by exploring new environment, setting boundaries and adding members to a group 
situation. After setting the boundaries, the leader should tune the group to complete 
tasks. The tuning can be done functionally or, depending on the situation, by giving 
the members a chance to express their opinions. The leader can use various aids to di-
vide the members into subgroups. The leader is responsible for acquiring the needed 
resources and guiding their use. 
Innovative principles of forming groups and pairs are the subject of the present arti-
cle. First, group and pairs are considered theoretically as a process with its functions 
and developmental stages. At the following stages, two lecturers at the Business Man-
agement of Mamk present practical observations of pair and group formation using 
various creative methods. The methods of grouping as well as roles of the leader were 
described in the discussion section of the article. The findings of the article can be 
used in higher education across disciplines in order to form productive teams and 
groups.
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11. PILOTING THE K-W-L-H METHOD
Petteri Tiljander and Marjaana Roponen
INTRODUCTION
We got the opportunity to participate in the Development and Facilitation of In-
novative Pedagogy in the Nordic–Russian Context (NORU) project. Our task was 
to use an innovative teaching method and afterwards report and present our imple-
mentation of the method. First we set our main goal for the method; we wanted to 
do something to motivate and activate our students. We discussed a lot and tried to 
find a so-called new innovative and activating teaching method. After a couple of 
days of hard work with methods and theories, we got an idea. Innovativeness is not 
only something new, it is also a new way of using something old. That was how we 
found our innovative method: K-W-L-H. The K-W-L-H method is a reading com-
prehension strategy from the 1980s to help activate students’ prior knowledge and 
to be oriented for future learning. We wanted to apply the method to find out what 
students already know about a subject, what they want to learn about the subject and 
which methods they want to use to learn.
We are both lecturers of entrepreneurship at Mikkeli University of Applied Sciences 
(Mamk). We mostly have similar students, with similar study models. Anyway, we 
wanted to get slightly different results from implementation of the method and we 
ended up experimenting with it with two different groups of students. Petteri chose 
to work with second year hospitality management students in Planning and develop-
ing business study module and Marjaana implemented the method in study module 
Productisation of electric services with third-year students of the Bachelor of Business 
Administration Information Technology degree programme.
Our article presents two implementations of the K-W-L-H method. The theoreti-
cal part of the article concentrates on constructivism and learning, entrepreneurial 
education and, of course, our teaching method K-W-L-H. After that we shall present 
how we implemented the teaching method and what kind of results we achieved 
in these two different study modules. At the conclusion and discussion part of the 
article, we will try to find the differences between these two implementations and 
evaluate whether we reached our goals by using the method.
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CONSTRUCTIVISM AND LEARNING
In the heart of constructive learning is the individual’s way to understand the sur-
rounding world. The theory suggests that humans construct information based on 
their prior knowledge and experiences. Understanding has an essential role: it is im-
portant for a student to become aware of recent knowledge and the areas that still 
need to be learned. This will help to set relevant goals for future learning. (Rauste-von 
Wright, Wright & Soini 2003, 162–167.) The student is, therefore, given more al-
ternatives for gaining new knowledge in certain frameworks and held responsible for 
reaching the objective, which will increase the motivation for learning.
The teacher’s role is to create learning environments that raise questions and help 
students to construct answers by understanding the goals. In a goal-oriented learning 
process, the teacher has to understand and become aware of the learner’s comprehen-
sion of a current subject. Learning is always bound to a certain context, in which 
information is being used. (Rauste-von Wright, Wright & Soini 2003, 167–170.) 
Teaching is an interactive process, in which mutual understanding between the stu-
dents and the teacher is essential for achieving good results.
ENTREPRENEURIAL EDUCATION
It has been proved that entrepreneurship and entrepreneurial behaviour can be taught 
so the main question for teachers of the subject should be: how should entrepreneur-
ship or entrepreneurial behaviour be taught? What are the teaching methods that 
align to students, environment and objects? Three main focuses of entrepreneurial 
programmes are: giving entrepreneurship orientation and awareness, development of 
students’ economic self-sufficiency, self-employment and competences for enterprise 
formation and survival and growth of small businesses. Generally, methods can be 
categorised into two groups: traditional methods, which are passive, and innovative 
methods, which are active. The biggest difference between these methods, from the 
teacher’s point of view, is that, use of active and innovative methods requires the 
teacher to facilitate learning. At the moment, lecturing is still the most used method, 
so there is a lot of work to do. (Mwasalwiba 2010.)
Mwasalwiba (2010) researched 108 different articles to find out what the definitions 
and objectives, target groups, teaching methods, evaluation and impact indicators 
of entrepreneurship education are. The field of entrepreneurship teaching is shift-
ing from a common conceptual approach of teaching basic competences of business 
and entrepreneurship towards teaching increasingly about entrepreneurial behaviour. 
Some of the new goals for entrepreneurship teaching are increase of entrepreneurial 
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attitude or culture and new venture creation. These changes stem from the belief that 
entrepreneurship can be a solution to some economic problems in our society. En-
trepreneurial approach to attitudes, values and culture is driving over the old focuses 
of entrepreneurship teaching. This development also requires changes to teaching 
methods. To reach these new educational objectives, use of innovative and active 
teaching methods must increase substantially. It is generally agreed that traditional 
methods are not so effective to encouraging entrepreneurial attributes. Theory-based 
teaching should not be abandoned completely although it is not the way how stu-
dents can acquire attributes, behaviour and skills to succeed as an entrepreneur. That 
requires entrepreneurial actions, something practical. We have to give to students an 
opportunity to question, discuss, investigate and converse. This way we can gain both 
knowledge and skills and also stimulate students’ attitudes.
TEACHING TECHNIQUE K-W-L-H
The reading comprehension strategy K-W-L-H was originally developed by Donna 
Ogle in 1986 to help activate students’ prior knowledge and to be oriented for future 
learning. K-W-L-H is formed by a group of activities that serve as a model for active 
thinking (see figure 1). The K-W-L-H stands for:
• K for what I KNOW: stands for helping students recall what they know about the 
subject
• W for what I WANT to know: stands for helping students determine what they 
want to learn
• L for what I LEARNED: stands for helping students identify what they learn on 
the way
• H for HOW I learned it: stands for how we can learn more.
FIGURE 1. K-W-L-H- technique: a template view (source: Ogle 1986)
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In the beginning, students brainstorm what they know and what they would like to 
know about a topic. Responses are recorded on a chart. Learning activities and read-
ings are presented and the students fill in the chart what and how they have learned. 
Afterwards, they list sources that can provide them even more information on a cer-
tain subject. (Ogle 1986.) In conclusion, the students are aware of intended outcome 
of a certain task or a study module and will therefore know what to focus on. The 
motivation for studying will increase and learning will be more efficient.
IMPLEMENTING THE K-W-L-H METHOD
The K-W-L-H-method was implemented at Mamk in the beginning of a fall semes-
ter. Two different study modules, Planning and developing business and Productisa-
tion of electric services, where chosen as the study modules to experiment the method 
in two distinctive ways.
Planning and developing business
KWLH method was utilised in the Planning and developing business study module 
with second-year hospitality management students. At the start of the study module, 
the content, goals and assessment principles of the studies were discussed thoroughly. 
Contents of the study module were:
1. What do business and business plan mean? 
2. How can business be created from a service or experience? 
3. How can a business idea be created for a restaurant or tourism business?
4. What are the requirements for profitable and continuing business?
The main task of the study module was to prepare a business plan and, hence, the 
main focus of using K-W-L-H was also on the business plan.
The main purpose of using this method was to activate and motivate students to learn 
by giving them the opportunity to tell what they want to learn and how. From the 
teacher’s point of view, it is useful to gain a better understanding of the students’ prior 
knowledge. I inquired about the effectiveness of my teaching after one month into 
the course and also what the students would still like to learn by the end of the study 
module. I also wanted to use activating methods during the process.
K-W-L-H was implemented in four steps. In the first step, I used brainstorming to 
find out what the students already know about the subject. The next step was to find 
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out what the students want to learn. For that I used the snowball method. The third 
step was after one month of teaching and the point of view was based on steps one 
and two. The main subjects that I taught were: a business idea and models, the struc-
ture and contents of a business plan, social capital and networks. The last step was 
the evaluation of learning in the fourth step. I also wanted to find out what kind of 
teaching methods the students want to use during the remainder of the study mod-
ule. For that I used the learning café method with four subjects. These subjects were:
1. How to make a business plan?
2. What have we learned by the month?
3. What I want to ask about subjects?
4. How can we learn more?
All the results were tabulated and discussed with the students.
Productisation of electric services
In the study module Productisation of electric services, the students were third-year 
Bachelor of Business Administration Information Technology students. At the early 
stages of the study module, the contents, goals and assessment principles of the stud-
ies were discussed thoroughly. The students were informed how the studies will pro-
ceed during the fall semester and what kind of materials will be used and received 
information about cooperation with a business partner and how the individual and 
group assignments and exam will be evaluated.
K-W-L-H was implemented then in the form of an assignment. The questions were 
composed according to the K-W-L-H principles and shared via the Moodle learn-
ing platform. The students were asked individually and anonymously four questions, 
keeping in mind the content of the study module, their prior knowledge and personal 
goals:
1. What do you know about the topic? Try to recall subjects you have studied before.
2. What would you like to learn? Write down 3–5 facts in the form of questions (e.g. 
how electric services are productised?).
3. What do you still need to learn in order to accomplish the required skills?
4. How and in what ways can you learn more?
All the questions were asked at the same time. The students had one hour to answer 
all four questions and they returned the assignment in Moodle.
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RESULTS 
Planning and developing business
The results of the process can be seen in figure 2, which contains a lot of good infor-
mation about the students’ knowledge: what they want to learn, how, and what I have 
managed to teach them in one month. The students had superficial knowledge about 
the subject, but they also had an understanding of what they should more about. 
From that, it was quite easy for me to plan what I should teach next. The last step 
helped me understand the effectiveness of my teaching and showed that learning by 
doing is the best way from the student’s point of view.
FIGURE 2. K-W-L-H technique applied to the course “Productisation of elec-
tric services” at Mamk (source: Petteri Tiljander)
At the end of the process, we discussed about the method and how the students feel 
about it. The best feedback was given in that discussion. The students said that the 
process had brought back their knowledge about the business plan and that they had 
obtained new knowledge and skills during group work. After this experiment with 
the K-W-L-H method, I think I will implement it to all my study modules in the 
future. K at the start to help planning, W a little bit later to get some new focus areas, 
L to find out the impact of teaching and H to activate the students to learn more and 
find out the best learning methods.
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Productisation of electric services
The K-W-L-H assignment helped gain a lot of useful information. The first question 
was “What do you know about the topic? Try to recall subjects you have studied 
before.” The results indicated that some of the students had already studied produc-
tisation, design management and other areas of service management. In general, the 
students had little understanding pertaining to the field of actual productisation.
In the second question “What would you like to learn? Write down 3–5 facts in the 
form of questions (e.g. how electric services are productised?)” the students formed 
questions in respect to their preferences to learning. The questions (the answers) were 
mainly related to developing and producing electronic services. In addition, some 
erroneous assumptions with respect to the topic were brought up. The answers to the 
third question “What do you still need to learn in order to accomplish the required 
skills?” were mainly related to the goals of learning. In the answers to the fourth 
question “How and in what ways can you learn more?”, the teaching methods were 
approved and thought to be suitable and versatile for learning.
DISCUSSION AND CONCLUSIONS
Even though the same method was used, different areas of the same method were em-
phasised in the two study modules. In the Productisation studies, the first two activi-
ties proved to be the most important ones — although all the areas were meaningful 
as a whole. The assignment was carried out at the early stages of the study module 
and was a helpful tool in planning. On the other hand, in the Planning and develop-
ing business study module, the method was implemented over a longer period and 
divided in two sections. After the first half, the students had time to learn more, as-
similate information and reflect on what they had learned before answering the last 
two questions. 
The biggest differences between these two ways of implementing the K-W-L-H meth-
od were the outcomes and benefits of the process. If the whole process is completed 
at the start of a study module, the teacher receives much information, which can be 
helpful in the immediate planning of the study module. If the process is used during 
the entire duration of the study module, the teacher will not receive so much infor-
mation for planning but valuable  feedback from students throughout the study mod-
ule. It also provides a platform for discussion, and the teacher can evaluate the impact 
of teaching at the end of the course. In conclusion, the method can be adapted and 
used in various ways according to study modules and goals.
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In these two implementations of the K-W-L-H method, the main goals were to acti-
vate and motivate students to learn. In addition, the teachers wanted to form a better 
understanding of the students’ perceptions of their prior knowledge concerning  pro-
ductisation and business planning. These goals and more were achieved. 
From the student’s perspective, it was useful to recall facts and prior knowledge in 
relation to the subject at hand. They also had the chance to think about how to adapt 
previous experiences and information to new information and to approach the stud-
ies at hand. The students evaluated the goals and assessment criteria from their own 
perspective and determined the best means to develop their skills. They set personal 
goals for themselves. Giving students responsibility leads to better motivation for 
learning.
From the teachers’ point of view, it was very important to gather information of all 
these areas and to gain knowledge of the students’ perceptions of their prior and 
recent knowledge. The students had the opportunity to make their ideas visible and, 
therefore, interaction between the teachers and the students was better from the very 
beginning. 
One of the outcomes of using the method was that it gave insight for both teachers 
into which areas should be emphasised in learning. The answers revealed also some 
incorrect assumptions concerning business principles. These issues were discussed 
later and some false presumptions were corrected — so the foundation was laid for 
future learning.
Working with the NORU project in Denmark also gave us a lot of understanding 
about our own learning styles. Marjaana´s learning style is more theoretical and re-
flective and Petteri´s learning style is more active and pragmatic. We think that it may 
be one reason why we implemented the method so differently. The conclusion from 
that point of view is: teachers must understand and consider their learning styles and 
its influence to teaching methods they use. Different learning styles complete each 
other when teachers are working together. This poses the questions whether learn-
ing institutes should test and consider a teacher’s learning styles when recruiting the 
teacher and what kind of a mix of learning styles there are.
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 12. USING PHYSIOLOGICAL
 ICEBREAKERS AS A TEACHING
 TOOL: A REPORT FROM A
 CLASSROOM EXPERIMENT 
Peter Storm-Henningsen and Simon Lund
INTRODUCTION
The classical idea of amending the circumstances in order to provoke creativity ap-
pears famously with Wallach & Kogan (1965) and their measures of divergent think-
ing. This way of thinking creativity builds on the thoughts developed by Johan Hu-
izinga [1944] and is to a large extent equivalent with play. It has, therefore, in this 
context been natural to involve exercises that involve bodily exercise and gymnastics 
(Sims 2006). 
It is, however, often hard to single out the physiological and kinaesthetic elements 
from the mere cognitive elements of roleplay, association techniques, changes of en-
vironment and other classical tools for facilitating idea generation. The reason is that 
these different elements are often integrated in the same exercises (for examples, see 
Gray et al. 2010 or Michalko 2006), and hence it is hard, if not impossible, to distin-
guish between the effects of the various elements of the creative tools.
In creative workshops as well as in classroom teaching, both cognitive and kinaes-
thetic elements are frequently singled out, and used in relative isolation as so-called 
“icebreakers” or “energizers”. An icebreaker we may define as a kind of intermezzo, a 
part of a process that is thematically detached and independent from the rest of the 
activities or stages of the process in question. It is simply characterised by its appear-
ing out of context to the participants, since it has little or no relevance to the overall 
goal of the process. However, it is supposed to lead to an increased level of energy and 
attention, thereby having a positive effect on the engagement and motivation of the 
participants, and, in turn, on what remains of the process. 
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Despite its extensive use, both in classrooms and in workshops, this topic on the 
specific gymnastic (kinaesthetic and physiological) exercises have only rarely been ex-
plicitly considered in the literature on creative processes (but see Sims 2006 & Byrge 
& Hansen 2009) and classroom teaching (an exception is Dennison & Dennison 
2010, but see Hyatt 2007), probably because it is supposed to be something extra to 
the creative or cognitive processes as such. However, due to its frequent use, entire en-
cyclopaedias have emerged on icebreakers of various kinds (Carter 2011, West 1999), 
but only rarely involving any kind of evidence or theoretical explanation.
We therefore set out to conduct an experiment, in order to observe the effects of us-
ing a gymnastic exercise as an icebreaker in a common teaching situation at a Danish 
high school and in order to obtain some first-hand piloting experience and observa-
tions, on which to found later studies in the field. Especially, we were interested in 
the duration of the energising effect, if any, as well as the effects on the motivation 
for participating in the succeeding classroom activities. Nonetheless, we decided to 
also pay special attention to any unexpected effects, physiological as well as cognitive.
METHOD
One of the authors worked as a teacher (Simon Lund) in an elective subject under 
the heading “Business Studies”, at a Danish high school in Herning (Herning HF & 
VUC), a middle-sized city at the centre of Jutland. Being an elective subject, many of 
the students were not closely acquainted with each other, which meant that we would 
limit the effect of any potential strong sub-culture, which is often found with more 
integrated groups of students. Another parameter for choosing this class was that 
there is no tradition for using icebreakers of this sort in the school, and we expected 
therefore that the students would be taken by surprise and perhaps feel uneased.
In order to minimise the unease of the students, and therefore improve the chances 
that the students would willingly participate, we decided that the teacher should 
begin by demonstrating the exercise. First, they were supposed to slowly rotate their 
hips, on the teachers lead, and, second, the pace should gradually be increased, end-
ing up in a joint gymnastics dance.
We then observed two short-term effects, one being the intensity and duration of any 
energising effect, the other concerning motivation for the teaching that followed the 
icebreaker, especially related to the activity level of participation. We also decided to 
observe potential long-term effects, especially on the overall engagement and motiva-
tion for the following classes in the following 3–4 weeks. 
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We therefore decided, that in the case of observing significant or potentially unex-
pected effects, we would make a follow-up exercise 11 days later, both in order to ob-
serve if the short-term effects could be reproduced, and, secondly, in order to find out 
if we could observe any long-term effects more closely. The second icebreaker would 
have a close resemblance to the first as it would also be a physiological engagement 
of the students. Again, they would be required to follow the teacher’s lead. Then they 
would be instructed to swing their right leg back and forth, followed up by swinging 
the left leg back and forth.
EXPERIENCES
The first and main intervention or icebreaker took place with 14 students on Friday 16 
September 2016.
Before the class, the students were informed that the original intention was to teach 
theory followed by group work to ensure that this would be the expectation the stu-
dents would have at the beginning of the class. When the teacher arrived, the students 
appeared as not being motivated. Showing little interest in the tasks presented to 
them, both verbally and by highly dismissive behaviour, the lack of motivation, some 
students explained to the teacher, was enhanced by the “fact” that many students had 
their main focus on the upcoming weekend rather than on the learning activities that 
were going to take place in the class. 
The students were asked to stand up, introduced to the gymnastics exercise and then 
instructed to follow the teacher’s lead. When the teacher began to rotate his hips, all 
the students were standing up. At first, there was no response other than a sceptical 
look on many of the students’ faces. The facial expressions of the students appeared 
to signal surprise and unease, but then they slowly began to follow the teacher’s lead, 
until they were fully engaged in the gymnastic exercise. Eventually, the students de-
veloped a rather playful mode of behaviour. They began to make up new variations of 
the exercise and laughed aloud.
This radically affected the following group interaction and significantly raised the 
motivation for the teaching of theory and group work that awaited. However, as 
time passed, many went back to their former initial state of lack of focus and lower 
energy level. We believe that the exercise and mental stress involved in the icebreaker, 
not only made the students relapse into their former state of disengagement, but also 
made them display signs of exhaustion and tiredness, or so we believe. 
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Another unexpected result was that there seemed to be a clearly visible social impact, 
as the icebreaker seemed to have a teambuilding effect on the group of students. In 
the classes that followed, the group was clearly more communicating and support-
ive of each other. There was also an effect on the social penetration in the group of 
students, which made them perform better in group work. Whether this effect was 
extended beyond the elective topic to classes in the standard, non-elective, topics, is 
uncertain.
Despite the fact that there was a significant difference in age with a span of 20 years 
between the youngest and the oldest student, the difference in age appeared to have 
little or no impact on the effect of the icebreaker
The second and supporting intervention or icebreaker took place with 11 students on 
Tuesday 27 September 2016.
The second icebreaker seemed to have roughly the same short-term effects and did 
not add much to our impression on the long-term teambuilding effects. We did not 
observe any enforcement of the effects either, neither on the short nor long term. 
As we would expect the magnitude of the element of surprise to be much less in the 
students compared to the first time, and as we had already observed major improve-
ments in the group integration, this was a surprise to us, as we would have expected 
these factors to have a significant bearing on the effect of the icebreaker.
DISCUSSION
There was clearly experienced an energising short-term effect of the use of physi-
ological icebreakers in connection with classroom teaching. However, what was a bit 
surprising, the energising effect relatively quickly relapsed. In fact, we believe that it 
could justly be questioned whether this effect would be an improvement compared to 
many cognitive icebreakers. To illustrate this point, consider the following example:
In his famous video lecture on creativity from 1991, John Cleese repetitively uses 
light-bulb jokes as a way of sustaining the interest and energy of the audience. The 
jokes appear irrelevant to the main theme of the speech, but help maintain the au-
dience’s attention during the more than 45 minutes of reflections on creativity of 
research, theory and praxis. Hence, these jokes work as icebreakers, and they do to 
a large extent provide a “disturbance” to the audience and help maintain and regain 
attention to the subject matter.
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Compared to our physiological icebreakers, it is notable that even though we did 
get more intensity by deploying the icebreakers, we also noted signs of succeeding 
exhaustion. Hence it is unclear what would benefit students the most over different 
timespans. There might be other recommendations to teachings and lectures lasting 
45 minutes, compared to course modules of 3 hours etc. 
The most remarkable effect of the icebreaker was a permanent improvement of the 
climate in the class of the elective subject, an effect that was observed consistently in 
several weeks following the icebreakers. This may in part also be due to several other 
icebreakers deployed regularly in the class since the two initial experiments. However, 
it is notable that we did not experience any significant change of effect in this regard 
when deploying the second icebreaker. The reason may be, then, that the initial effect 
on the climate and group interaction was due to the fact that the students all got a 
common experience, a shared embarrassment, that facilitated social penetration and 
that the following icebreakers did nothing but remind  the students of this common 
ground and then had an effect of maintaining the existing climate, rather that de-
veloping it. It is, however, notable that the students in general are more smiling and 
laughing now than before. 
An element in this might be the teacher as a role model expanding the framework 
of what is admissible behaviour in the class. This might result in a whole new level 
of interaction. On the basis of the experience from this case, it is recommended that 
icebreakers be deployed when needed in classroom teaching. Furthermore, it is rec-
ommended that larger studies be conducted in order to create more knowledge on the 
various aspects of uses of icebreakers in classroom teachings.
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 13. THE 24-HOUR INNOCAMP
 METHOD
Anna-Maija Torniainen 
INTRODUCTION
The paper describes the 24-hour Innocamp concept that was developed in the “De-
velopment of working life-oriented R&D in universities of applied sciences – Open 
house 2014–2015” project. The project aimed at developing research and develop-
ment activities at universities of applied sciences by increasing the exchange of knowl-
edge with working life. To achieve the aims of the project, certain activities were or-
ganised during the project. One type of activity was the 24-h Innocamp for students.
The 24-h Innocamp is a 24-hour totality, during which the students work on innova-
tive ideas for a real company case provided by a local company. The idea behind the 
camp is to implement a new way of learning and teaching. The Innocamp gathers 
students (approximately 15–25) from multiple disciplines. The students from differ-
ent study fields form multidisciplinary teams that work together for 24 hours to solve 
the problem of the company and, ultimately, presenting their solution and ideas to 
the company representative. The first Innocamps were arranged in spring 2015. 
At Mamk, the Innocamps were built upon the focus areas of R&D activities, such as 
digitalisation. The fields of expertise at Mamk are Sustainable Wellbeing; Materials 
Technology and Environmental Safety; and Digital Archiving and eServices. 
CHANGES IN LEARNING ENVIRONMENT
Ways to implement teaching are changing. Learning environments are becoming 
more working-life oriented and new styles of teaching, such as mentoring, we can 
read about in the media on a constant basis. In the midst of an environment of rapid 
restructuring, new kinds of learning environments are needed, and company coop-
eration has become an essential part of students’ everyday studies and teachers’ work 
in universities of applied sciences. 
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Working-life orientation in studies can be the first contact to working-life challenges 
for the students. In teaching, working-life orientation points out the needs that are 
expected of graduating students in working life. According to Keränen and Savol-
ainen (2010, 14), working-life-oriented teaching causes in students the feeling of real 
learning instead of ordinary theory-based learning. Working-life-oriented studying 
brings along the responsibility for one’s actions and results. In working-life-oriented 
studying, the needed know-how is achieved, so it is easier to cut away parts of the 
taught subjects that do not meet the needs of working life. Keränen and Savolainen 
(2010, 23) articulate that introducing  working life to teaching enriches and gives 
the learned matters a meaning. This enables to motivate students and therefore helps 
them to become more prepared for working life as professionals.
In Mamk, the degree programmes are implemented in close cooperation with the 
business community, and actual working-life-oriented learning environments and de-
velopment needs are constantly present. The strategy of Mamk stipulates that every 
student has to have the possibility to participate in at least one authentic company 
project or R&D project during a semester. In practice, this means that the students 
work on real working-life assignments that form a part of their studies. These as-
signments can be linked to a single course or be common for all courses within a 
module. The purpose is to apply theoretical knowledge to practice. Through these 
real working-life assignments, the students gain better readiness to perform in work-
ing life and to network with companies and organisations already during their studies 
(Study plans: Mikkeli University of Applied Sciences 2015–2016).
Cooperative learning was brought to life in the 1970s. According to Repo-Kaarento 
(2007, 33–35), in this pedagogical orientation, a large group of students is organised 
into communicating and working small groups. In the approach, every team mem-
ber’s active participation highlights reaching for the common goals. Competition in 
the group is intentionally minimised. Cooperative learning aims at developing the 
students’ social skills and intensifying teamwork. Repo-Kaarento (2007, 44) states 
that the learning method engages students and increases their motivation. In coop-
erative learning, the guiding role of the teacher is highlighted. The teacher creates a 
learning environment where the assignments and their cooperative structure promote 
the learning. 
THE 24-H INNOCAMP
The Innocamps were organised to pilot new learning environments that encourage 
the research and development activities and cooperation with working life in the uni-
versities of applied sciences. Other camp objectives included increasing the coopera-
tion of students and teachers with experts from other organisations and developing 
the research and development capabilities of staff members, students and teachers.
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The concept of the 24-h Innocamp
The purpose is to experiment with a new way of learning and to create innovative 
solutions to a real company problem. The 24-h Innocamp gathers together students 
(approximately 15–25) from multiple disciplines. Students from different study fields 
form teams and are assigned a real company case from the partner company. The case 
can be anything that the company wishes solutions and new ideas for. When working 
in multidisciplinary teams, the students learn project management and teamwork 
skills. The teams are assessed on the basis of teamwork, the final presentation or solu-
tion and the written group report of 3–5 pages (weighting: 80% presentation; 20% 
written report). The groups also write a blog about the experience.
Innocamp is organised in suitable premises for the event, such as in the company or 
at the university of applied sciences. The premises should be suitable for an overnight 
event. Teachers from different fields of study take part in Innocamp. They guide and 
mentor the students as a team during the event. One of the teachers acts as a mentor 
for the other teachers. The mentor teacher coaches the other teachers on this new 
kind of learning method and is also responsible for the assessment and grading of the 
students.
The students participate the Innocamp as a course, from which they earn 2 ECTS 
(24-h Innocamp including presenting the results and reporting). Based on applica-
tions received during the application period, the students who are truly motivated 
to participate in the camp are selected from several disciplines. In the applications, 
students are asked to tell why they want to participate in the camp. Some of the 
students may conduct the camp as a part of another course (could be e.g. Project 
management).
Implementations
The first camps were arranged in 2015. All camps were multidisciplinary, and there 
were students from multiple fields of studies. The students had 24 hours to create 
solutions for the company problems. At all camps, the assignments were related to 
developing services and new products. Digitalisation was crosscutting in the pro-
grammes. 
The first camp was arranged at the university premises and implemented in the Xinno 
learning environment, which is a special space for group work at the campus. In 
Xinno, the students are encouraged for a new type of learning, in which they find 
solutions for real company cases and assignments. The solutions can be found by 
combining knowledge and skills from different study fields — students work mul-
tidisciplinarily in Xinno. The focus of the “Xinno activity” is on learning and teach-
ing multidisciplinarily with new kinds of exciting methods. The goal is to provide a 
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meeting spot for students, staff and teachers, companies and other interest groups. 
(http://www.Mamk.fi/palvelut/xinno). The client was a holiday centre from South 
Savo region. The second camp was implemented at the company premises. The com-
missioner was a hotel from South Savo region. The students spent 24 hours at the 
company premises familiarising themselves with the surroundings and services and 
created ideas for the company. The third camp at Mamk was arranged in Xinno. The 
client was Metsä Group Ltd. 
Description of the 24 hours
The program is built for the whole 24 hours (see attachment 1). The Innocamp starts 
with a kick-off meeting. The students do not know the client company before the 
camp. They are aware that they will be working on the assignment for 24 hours but 
no details about the case are given beforehand.
In the beginning of the camp, the company representative give a briefing about the 
company and the assignment for the students to work on. After the case lecture, the 
students are divided into multidisciplinary teams according to a plan prepared in 
advance. Some time is used for getting to know the group members. After this, the 
students will have a lecture about a subject related to and useful for the assignment.
The camp continues with an “idea walk”. The students use half an hour to take “idea 
walks” individually. The students are able to go anywhere in the surroundings of the 
Innocamp-place. During these idea walks, the students ponder innovative ideas for 
the case and take notes of their ideas. After the walk, the students share their ideas 
with their teams. The teams gather together to brainstorm. After sharing every mem-
ber’s ideas, the teams start to proceed and work on their ideas for the company case. 
There are guiding hours during the camp, when all of the teachers help the group in 
any matter related to the project. In the evening, the students are also given presenta-
tion training, as the students come from different fields of studies and there might be 
individual differences in presentations skills and experience in performing in front of 
an audience.
The last guidance hour for the students is 9–10 p.m. After this, the students work 
independently until the morning. The teams have time until the morning to finish 
their presentation for the company representatives. At the end of the Innocamp, the 
students present their ideas to the company representatives, teachers and other teams.
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SURVEY
Feedback was collected with questionnaires from all the parties of the two Innocamps 
arranged at Mamk in the spring of 2015: students, teachers and companies. Two dif-
ferent questionnaires were made for the students, teachers and company representa-
tives.
Results of the survey
Company representatives
The feedback from the company representatives was collected via a Webropol ques-
tionnaire and feedback after the Innocamp. Before the Innocamp, the representatives 
were keen to know what the students’ outcome could be and what this type of coop-
eration can bring to the company. They were interested to find out what the students 
come up with during the camp.
The company representatives were satisfied with the results of the camps. They were 
happy with the cooperation and it was mentioned that the Innocamps brought useful 
new angles and ideas to the business or operations of the company. The representa-
tives also stated that they look forward to similar kind of cooperation in the future.
“We gained insurance for some earlier knowledge grievance, so fixing those will speed up 
by the fixing process”. 
Teachers
The teachers that were involved at the Innocamps were asked to give feedback of 
their participation and experience. Six out of the eight teachers (75%) answered the 
questionnaire. 
The respondents represented different fields: natural sciences, tourism, catering and 
domestic services, social services, health and sports and social sciences, business and 
administration.
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FIGURE 1. Rating factors related to the Innocamp
The teachers were asked to rate certain factors on a scale from one to five (1 = weak, 
5 = excellent). The results were the following: organisation of the Innocamp (4.17), 
cooperation with the company (4.33), implementation of the Innocamp (4.33), use-
fulness for the students (4.17), usefulness for the teachers (4.17) and usefulness for 
the company (4.17). The results show that all of the factors were rated as very good. 
The respondents saw learning environments such as Innocamp as a good way to de-
velop working-life-oriented R&D activities and to increase the R&D readiness of the 
staff and students.
“Good opportunity for multidisciplinary work, which itself is a good motivation factor. As 
a teacher, you get to see matters from a broader perspective and cooperate with colleagues.”
Respondents were asked to describe the participation from the teaching perspective. 
The experience was seen as interesting, versatile and different. One of the respondents 
mentioned that the Innocamp gave many new ideas to implement in courses. It was 
suggested that the concept of the Innocamp could be utilised also in the Master level 
and as a Bachelor–Master coeducation combination in the future.
“Multidisciplinarity is a richness and should be utilised more”.
“The company representative was very committed, and the approach of the company rep-
resentatives during the camp was very positive and encouraging”.
4,05
4,1
4,15
4,2
4,25
4,3
4,35
1
Rate the following from 1 - 5
1 = weak, 2 = satisfactory, 3 = good, 4 = very good, 5 = excellent 
Organization of the Innocamp Cooperation with the company
Implementation of the Innocamp Usefulness for the students
Usefulness for the teachers Usefulness for the company
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Suggestions for development
The importance of clear guidelines and duty descriptions between the teachers were 
mentioned in the feedback. Suggestions were given for the student recruitment pro-
cess. It was suggested that targeted marketing for “good” and motivated students 
could be helpful to ensure the results for the client companies.
The teacher mentoring received the following feedback: the mentoring of the teams 
could be done in a way that the mentoring would be partly done by circling together 
in the groups. Also, more specific agreements on the teachers’ roles and what to point 
out in the mentoring should be discussed carefully beforehand.
It was also suggested that teamwork could be started by the students even earlier by 
keeping the introductions shorter and by sending some materials to the students 
beforehand. Also, the importance of talking with the students about the things they 
learned during the Innocamp afterwards was stressed in the feedback. A day camp 
was suggested as a good alternative to the 24-hour lasting camp.
The assignments seemed to perfectly suit the background of the students. Also, the 
students reached the set goals, and the teams worked in positive and good spirit and 
were innovative. The cooperation with the company representatives was exciting and 
forthright. The lecture at the camp was well planned, supported the process and gave 
good ideas for working with the assignment.
The organisation, teachers’ cooperation and atmosphere received positive feedback. 
All of the respondents were eager to participate in an Innocamp in the future.
Feedback from the students
Feedback was collected from the students via a questionnaire. From the 34 partici-
pants of the two Innocamps, 30 (88.2% of the participants) answered the survey. The 
respondents represented many fields of studies; production and management ser-
vices, tourism, physiotherapy, business management and environmental engineering.
The students expected the camp to include intensive creative work with new people. 
Some of the respondents had no expectations for the camp. One of the respondents 
mentioned the fear of not coming up with any kind of idea during the camp. Some 
of the matters that the students were a bit nervous about beforehand included how 
the groups would be divided and how to get through the night without sleeping or 
with just a little of sleep.
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Challenges and benefits of the Innocamp
The biggest challenge was tiredness. It was mentioned that it can be hard to maintain 
concentration when one begins to feel tired. One student stated that developing the 
idea and preparing the presentation for the company within the short time frame was 
a real challenge.
When asked about the benefits of the camp, the students most often mentioned 
team work, innovation, meeting new people and grouping with them. It was also 
mentioned that the fact that the camp was such a “tight totality” made it possible to 
stay fully concentrated on the assignment and prevented one’s mind from wandering.
“Full steam from the beginning until the end.”
FIGURE 2. Some positive remarks the students listed
Students were asked what they learned and what kinds of skills they learned during 
the Innocamp. Students learned several things during the camp (see figure 3).
FIGURE 3. Learning 
outcomes and skills of 
students in Innocamps
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24 hours was seen as a short time. Even longer, 48 hour camps were suggested in 
the answers. The innovative teaching and learning method and intensive focus on 
the subject received positive feedback from the students. Also, the social aspects and 
nature of the event were considered as facilitating teamwork; openness and familiarity 
within the groups grew as the students worked together intensely for the duration of 
the camp.
The development suggestions made in the survey were related to technical and prac-
tical issues. During the first Innocamp, internet connection had been lost over the 
night. The students wished that the connection would work for the whole time. Beds 
were also requested for resting. Students saw the Innocamps as an interesting and 
different experience. All in all, the Innocamps received positive feedback from the 
participants.
CONCLUSION
The Innocamp, a fairly new concept, works excellently as a learning environment. It 
can be proved that both the students and teachers’ knowledge of working life grows 
in these types of events. As a learning environment, Innocamp enables many things: 
at best, it brings the members of a network together to collaborate on challenges en-
countered in working life, creates preconditions for multidisciplinary work and helps 
the teachers and students improve their research and development skills.
Students that participate in these kinds of camps may gain many useful skills that 
they need in their working life: e.g. tolerance of uncertainty and pressure, problem-
solving skills and vital communication skills.
Companies may gain new angles and innovative ideas to develop their activities. Co-
operation and interaction between different parties and the availability to work in 
a real-life context with real companies creates added value to the Innocamp events. 
When everything goes well an Innocamp benefits all its participants: the companies, 
students and teachers.
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